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ABSTRACT
WORK BASED LEARNING EXPERIENCES FOR HIGH SCHOOL SPECIAL
EDUCATION STUDENTS: BEST PRACTICE AND STUDENT IMPACT
Pauline Shea

The purpose of this research was to explore the various types and components of
work-based learning experiences (WBLE), best practices, and the special education
students’ outcomes in a suburban public high school located outside of a large
metropolitan area. Students with disabilities (SWD) have a difficult time transitioning
postsecondary, and acquiring and maintaining employment in a competitive global
working environment. Due to their diverse needs, it became quite complex to match their
abilities, interests, and preferences to the appropriate job experiences. In addition, this
population needed to acquire not only appropriate job and career related skills but the
essential 21st century universal soft skill/employability skills.
This study explored the plethora of WBLE programs ranging from career
exploration to paid experiences. It viewed and discussed the components and best
practices implemented in order to increase the success of the programs and the students’
outcomes. Most relevantly, the study reflected on the converging of both quantitative and
qualitative data to provide a full understanding of the program. It discussed the
importance of incorporating WBLE components with special education best practices.
The research presented and discussed the development of the programs, practices, and
outcomes as time progressed and as districts developed and reflected upon the various
work-based learning experiences.

The essential results of this study determined that there existed a wealth of
programs available for districts to individualize for their particular populations. In
addition, there were best practices that could be implemented that increased the success
of the programs. The various outcomes related to each of the programs determined the
success of the work-based learning experiences for the students. It was imperative to note
that the individualization of the programs was relevant to the outcome for the students.
Research in this field was imperative, especially considering that students with
disabilities needed to increase their abilities to succeed once they transition from their
high school years. Districts needed to recognize the essential role that Work Based
Learning Experience program play in the education process for students with disabilities
and ultimately their postsecondary outcomes.
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CHAPTER 1
Introduction
The field of education has always been challenging at each level, as educators aim
to prepare students at each point in their academic development. At the secondary level,
the necessity to prepare students for postsecondary success becomes the goal of all
educators. According to Cease-Cook et al. (1997), this was extremely challenging given
the focus on academic skills rather than career and work-readiness skills. In a highly
technological society, students were challenged to compete and perform at exceptional
levels. Yet many of the students with disabilities found it challenging to transition from
high school successfully into their postsecondary experiences. According to the National
Center for Secondary Education and Transition (NCSET) 2004 Discussion Paper, special
education students tended to have lower academic achievement, higher dropout rates,
higher levels of unemployment, greater lack of self-dependency, increased social
isolation, and higher economic instability than their typical peers (Scholl & Mooney,
2004). According to Burgstahler (2001) in 1998, the National Organization on
Disabilities commissioned a survey that concluded only 29 percent of students with
disabilities who were of working age were employed full- or part-time as compared to 79
percent of those without disabilities. All this information pointed to the fact that students
with disabilities (SWD) had difficulties postsecondary (Burgstahler, 2001). In 2009, the
Bureau of Labor Statistics (2010) reported the numbers were even lower with the
proportion of those with disabilities being employed at 19.2 percent compared to those
without disabilities at 64.5 percent. In looking at recent data, the numbers have remained
consistent and in fact have dropped slightly. According to the Department of Labor
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Statistics, the numbers in 2017 for the people with disabilities employed was 18.7 percent
compared to those without disabilities who were at 65.7 percent (U.S. Bureau of Labor
Statistics, 2018). Many federal and state initiatives have been implemented in response to
matching the needs of students and the workforce that they will eventually face. In the
1983 report, A Nation at Risk, by the National Commission on Excellence in Education,
it was stated that schools needed to reform in order to remain competitive in the
consistently growing global economy (Scholl & Mooney, 2004). It was imperative that
districts needed to continuously provide programs to fit the needs of their students.
In response to the need for schools to reform, the government enacted the Schoolto-Work Opportunities Act of 1994, the Workforce Investment Act of 1998, and the No
Child Left Behind Act of 2001, in order to increase both academic and occupational
standards (Scholl & Mooney, 2004). New York State, in fact, was one of the first to
benefit from the School-to-Work Opportunity Act, by receiving more than $72 million in
federal funding to build work-based related programs that would prepare students for
college, careers, or well-paying jobs (Emanoil, 2001). The Perkins Act further
encouraged the use of career and technical education as a strategy for learning and
improving academic achievement. In 2014, the Common Career Technical Core further
emphasized the importance of rigorous benchmark standards that provided students with
the knowledge and skills needed for success in the global economy (Cease-Cook et al.,
2015). The primary purpose of the Individual with Disabilities Education Act (IDEA)
was to make sure that districts provided a Free and Appropriate Public Education (FAPE)
to all students with disabilities (Office of Special Education and Rehabilitative Services
United States Department of Education, 2017). In addition, this special education and
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related services needed to meet the students’ unique needs and prepare them for further
education, employment, and independent living (Office of Special Education and
Rehabilitative Services United States Department of Education, 2017). The government
understood the importance of infusing career readiness skills and training, and statistics
supported the fact that SWD had a difficult time attaining postsecondary success. The
question now was how these initiatives would be implemented. John Dewey (1944) in
1916 realized and expressed the idea that students benefited greatly when the school
provided them with non-traditional learning experiences beyond the classroom that
helped them build their minds and personal capacity (Dewey, 1944). Research, such as
that completed by Furco (1996), Scholl et al. (1994), and Versnel et al. (2008) have
shown that implementing high school programs that encourage work-based learning
where students have the opportunity to explore and prepare for the future increased
postsecondary outcomes for SWD.
Purpose of the Study
The purpose of this complex exploratory mixed methods case study was to
determine the types and components of Work Based Learning Experiences (WBLE) run
by a district, the best practices for these experiences, and the special education student
outcomes, at a suburban public high school located outside of a large metropolitan city in
the northeastern part of the United States. The purpose was achieved through a
comparison of the various WBLE programs of suburban high schools outside a large
metropolitan area, in order to determine the district with the greatest participation and
variation in types and components of the programs. The data were analyzed and a case
study was researched with the special education high school students participating in the
3

WBLE program run by a district, in a suburban school district on Long Island, NY. The
mixed methods exploratory case study was performed to analyze the variations in the
types, components, best practices, and outcomes in the data of these WBLE programs,
through the conceptual framework discussed.
This case represented students with disabilities in a suburban high school located
outside a large metropolitan city in the northeastern part of the United States who
participated and completed of their WBLE programs. Qualitative descriptive data were
gathered, examining the types and components of WBLE programs from the various
public school districts located in this suburban region. Qualitative data were gathered
from the selected suburban school based on purposeful sampling. According to Patton
(1990), the power and logic of utilizing purposive sampling was that it allowed for the
selection of those subjects that provide the most information about the subject that will be
studied. When the informants were selected using purposive sampling the researcher
benefited by obtaining the best information supplying content knowledge on the study
(Patton, 1990). This qualitative data examined the types and components of WBLE
programs, best practices implemented, and student with disabilities outcomes for this
specific district used in this case study. In addition, quantitative data consisted of
Employability Profile Performance Indicators from the participating students with
disabilities at this suburban high school based on the type of program and years of
participation. According to Creswell and Plano Clark (2018), the reason for using both
forms of data to was to develop an in-depth understanding of the case with supportive
information. This convergence of information increases the validity and reliability of the
data that was being researched.
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Theoretical Framework
The theoretical framework that guided this study included contributions from
John Dewey’s (1944) Social Learning Theory, Lev Vygotsky’s Special Education Theory
(Gindis, 1999), Kurt Lewin’s Change Theory (Sarayreh et at., 2013), and Yong Zhao’s
(2012) modern interpretation and ideas.
Social Learning Theory
Social Learning theorists such as John Dewey formed the basis of the Work
Based Learning Experience programs. John Dewey’s (1944) was a pragmatist theorist in
that he discussed the importance of learning through experiences concepts that related to
real life experiences in the social learning theory. In this manner, students could actually
learn while they were working and experiencing through the process. Dewey (1944)
further pointed out that experiences should be new but connected to prior knowledge.
This connected the idea that information the students learn in a classroom was most
beneficial when it was linked to those in the WBLE programs. Dewey (1944) made it
clear in his writings that ideas were not separate but were part of life experiences and the
function of life; this was the essence of his social learning theory. In the field of
education Dewey’s (1944) theories were linked with these hands on life experiences such
as those provided by WBLE programs.
Modern interpretation of such historical theorist most certainly could seen in the
writing of Yong Zhao. Zhao (2012) discussed that there needed to be a new educational
paradigm for the 21st century in which students have the freedom to learn and were
provided with authentic learning experiences. This type of learning experience
emphasized a community of learners and was one of the emphases placed on the WBLE
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programs. Zhao (2012) stated that the following four key elements needed to exist in
these learning environments: a broad spectrum of experiences, flexibility,
personalization of educational experiences, and student involvement in the process.
Students in this new paradigm of education learned better when they were engaged in
authentic learning experiences such as those provided in a WBLE program.
Special Education Theorist
Special education theorists such as Lev Vygotsky shaped the practice of the
WBLE to the special education population in his discussions of socio-culture theory.
Vygotsky emphasized in his work the connection between the learning ability of the
special education individual and sociocultural processes that took place in society
(Gindis, 1999). Vygotsky’s theory for learning emphasized a shared and joint process in a
responsive social context that was responsive to the special education students (Gindis,
1999). The special education student learned best when they were in a social setting
specifically with their peers in an authentic learning environment. Vygotsky through his
work discussed those primary and secondary disabilities (Gindis, 1999). The primary
disability was the organic impairment whereas their secondary disability was the
distortion of the higher psychological function due to the social factors (Gindis, 1999).
The educational system needed to not only address the primary biological disability but
the social consequences. This was done by integrating and instructing the students using
scaffolding in the students’ Zone of Proximal Development. Otherwise, when the student
tried to function in society they would have great difficulties. Gindis (1999) discussed
that there various ways to integrate Vygotsky’s theory in special education. Gindis (1999)
suggested that scaffolding instruction and positive differentiation needed to exist in the
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authentic learning experiences. Students needed to be provided with adult and/or peer
support until they had successfully achieved the compensatory strategies to function at
their level in society. Vygotsky’s theories guided the benefits of a WBLE program for a
special education student as it highlighted the success of a student in this population
depending upon their integration into society as a functional individual (Gindis, 1999). It
provides for the researcher a perspective on the necessity for socialization, acculturation,
and authentic learning experiences for the development and life-long learning of the
special education student.
Change Theory
Change theory was the essential leadership theory pertinent to this research topic,
specifically the works of Kurt Lewin. Lewin’s theory stated that there were three stages
to the Change theory (Sarayreh et at., 2013). The following were the three
stages: unfreeze, change, and refreeze. Although this seems simplified in these three
stages, each stage then has its components and levels. In the unfreeze stage the leadership
initiated the change once the need was determined and the concerns were addressed. At
the change, stage stakeholders were involved in the process and the lines of
communication were opened to begin the change process. At the refreeze portion of the
change process the changes were anchored, sustainability was maintained for the change
to succeed.
This theory corresponded to the WBLE program research in the process of the
dissertation concepts. In the final article, Dissemination of innovations in higher
education: a change theory approach by Lewis Elton (2003), the author discussed the
importance of dissemination of information in the change process. This study emphasized
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the importance of including all possible stakeholders and including all those outside of
the organization. Although the study focused on higher education institutions, it made the
relevant connection to schools and delineated the differences. At the school level there
may be governmental agencies that play more of a significant role or control the
parameters of change. This article affirmed that Change Theory was appropriate in
instituting change in an educational institution. The author discussed Lewin’s theory and
his roles in schools as a theory of change. Looking at the components of the theory was
important when doing research of any program that was instituted in a district. The
diversity in all stakeholders was a key element to consider in the process. Elton (2003)
laid out the following four steps: change was started, there was pressure and support for
change, behavior and beliefs were considered, and ownership took place. In progressing
with the WBLE program research, it was imperative to keep in mind the points made in
this article, as its relevance can be seen in instituting change in an organization.
Work Based Learning Experience Theoretical Framework
The foundation of Work Based Learning Experiences’ theory for special
education students relied in bringing all these theories together. Dewey’s (1944) Social
Learning theory was the basis for the justification of developing WBLE programs.
Dewey (1944) discussed that true learning happened when individuals had authentic
hands on experiences that connected the prior knowledge learned in a classroom to that
which was experienced in the real life. That was the basis of WBLE experiences to
provide learning in authentic situations. Zhao’s (2012) modern day ideas further
supported Dewey in his emphasis of providing authentic learning experiences to students.
Zhao (2012) emphasized diversity, flexibility, differentiation, and student engagement as
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important components of these learning experiences. This current research focused on the
students with disabilities who could greatly benefit from WBLE. This brought in
Vygotsky’s Special Education Socio-cultural theory where he emphasized the benefits of
social authentic learning experiences (Gindis, 1999). Vygotsky’s point was that student
with disabilities become fully functional individuals when they were integrated into
society (Gindis, 1999). Vygotsky emphasized the best practices by scaffolding learning
using the Zone of Proximal Development, and using guided learning with peer supports
(Gindis, 1999). Lewin’s Change Theory enveloped Dewey’s, and Vygotsky’s theories
and guided the importance of integrating the programs and best practices to improve
student outcomes.
Conceptual Framework
The conceptual framework in this research integrated Lewin’s change theory,
Dewey’s social learning theory, and Vygotsky’s Special Education theories with the
WBLE concepts as the instrument guiding the process. A conceptual framework was
used in research to outline possible courses of action or to present a preferred approach to
an idea or thought. The purpose of this research was to provide pertinent information to
administrators, teachers, and relevant stakeholders that could help them develop, expand,
or improve their current WBLE programs. Students with disabilities were the population
that immediately benefited from a high school Work Based Learning Experiences
program upon graduation and the targeted population that primarily participated in such
experiences. As the research proceeded the stages of the theory were analyzed in
correlation with these WBLE programs that existed, best practices implemented and the
corresponding student outcomes (see Figure 1). The success of the programs in
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improving student outcomes determined the sustainability of the programs. Change
theory took the concepts of change, instituted them, and solidified them as the necessary
norm. Dewey’s (1944) Social Learning Theory guided the analysis of the types and
components of WBLE programs and emphasized the need of the authentic learning
experiences. Dewey’s (1944) theory guided the best practices implemented with such
central ideas as accessing prior knowledge and integrating classroom instruction.
Vygotsky’s special education theories guided the analysis of the WBLE programs with
such central ideas as differentiation of programs for special education students (Gindis,
1999). Vygotsky’s theory further guided the analysis of best practices with such ideas as
social supports, compensatory strategies, zone of proximal development, and scaffolding
instruction (Gindis, 1999). Student outcomes then were analyzed based on the WBLE
programs and the best practices implemented guided by all these three theories (See
Figure 1).
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Figure 1
Conceptual Framework

Rationale/Significance of the Study
The importance of Work Based Learning Experiences (WBLE) in school districts
have taken a significant role in New York State since the inception of Career
Development and Occupational Studies Exiting Credential and alternative pathway to
graduation. Beginning with the school year 2013-2014, the New York State Department
of Education provided students with the opportunity to obtain the Career Development
and Occupational Studies (CDOS) exiting credential (DeLorenzo, 2013). As part of the
requirements to earning this credential the students were required to complete 216 hours
of Career and Technical Education (CTE) courses and/or work-based learning
experiences; 54 of which must be Work Based Learning Experience program hours
(DeLorenzo, 2013). In 2016, New York State instituted the CDOS pathway to graduation
that allowed students to use the CDOS in lieu of one of the New York State Regents
11

Exams in the 4+1 option (Disare & Park, 2018). The requirements for using the CDOS
pathway would still incorporate the minimum of 54 WBLE hours. The 4+1 option was
imperative to many students with disabilities, as it would provide them with another
option to taking the regents in order to obtain a diploma. There was still the consideration
of appropriate types and components of the programs and best practices that could be
adequately provided for the challenges of those students with disabilities. This left
districts with the task of implementing the WBLE programs that would provide this
option to be fulfilled for students with disabilities.
The existence of Work Based Learning Experience programs in a district became
an integral part of a SWD’s educational program and the necessity for adequate
preparation was a concern not only to educators but also to those agencies that supported
the educational institutions (Office of Special Education and Rehabilitative Services
United States Department of Education, 2017). Yet it was evident that there existed many
unknowns in the successful implementation of these programs and their effect on student
outcomes. Considering that implementing Work Based Learning Experiences at the high
school level for SWD could affect their ability to successfully transition from high school
and attain postsecondary success, this research can be utilized to determine the types and
components of Work Based Learning Experiences run by a district, the best practices for
these experiences, and the special education student outcome from participation in these
programs, in order to bring about change and help guide districts in implementing these
programs. The significance of this study was to provide relevant research in the WBLE
programs for the special education population in suburban high school outside a large
metropolitan area, which in turn can improve student outcomes.
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Connection With Social Justice and/or Vincentian Mission in Education
In keeping with the Mission of St. John's University, the current dissertation
addressed an issue of social justice for disadvantaged groups. Students with Disabilities
remain at a disadvantage in employability upon exiting school. The U.S. Bureau of Labor
Statistics (2018) reported that in 2017, employment was 18.7 percent for people with
disabilities compared to 65.7 percent employment rate for those individuals without
disabilities. The students with disabilities remained at a disadvantage when it came to
gaining and maintaining employment. The current dissertation aimed to address this issue
by researching an issue of social justice for this disadvantaged group.
Research Questions and Hypotheses
Qualitative Research Questions:
1. What were the various types and components of Work-Based Learning
Experience programs available for special education students, in a suburban high
school outside a large metropolitan area, and specifically the indicated school
selected for this study?
2. What were the best practices of a Work-Based Learning Experience program, run
by a district, for special education students, in a suburban high school outside a
large metropolitan area?
Quantitative Research Question:
3.

To what extent did program type and years in program influence 12th grade
students’ WBLE final scores on their Employability Profile?

Hypotheses
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Ho:

There will be no significant difference in the mean scores of the
Employability Profile Assessment based upon program type (selfcontained, integrated, 8:1:2).

H1:

There will be a significant difference in the mean scores of the
Employability Profile Assessment based upon special program type (selfcontained, integrated, 8:1:2).

Ho:

There will be no significant difference in the mean scores of the
Employability Profile Assessment based upon years in program (one,
two).

H1:

There will be a significant difference in the mean scores of the
Employability Profile Assessment based upon years in program (one,
two).

Ho:

There will be no significant interaction effect between program type and
years in program.

H1:

There will be a significant interaction effect between program type and
years in program.

Mixed Methods Research Question:
4.

How did the qualitative and quantitative findings converge to provide an
enhanced case description?

Definition of Terms
The following list of terms and their definition, provide a standard understanding
of the ideas shared in this document.
Compensatory Strategies
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The mechanisms a child develops so that they can master psychological tools and
use them to acquire cultural forms of behavior. These compensatory strategies should be
reflective of the student’s experiences and education (Gindis, 1999).
Positive Differentiation
The identification of a disability that a child has from a point of view of their
strengths and not their weaknesses (Gindis, 1999).
Primary Disability
An organic impairment due to biological factors (Gindis, 1999).
Scaffolding
Instructional supports teachers provide as students acquire each level of skills
(Kauchak & Eggen, 2003).
Secondary Disability
Distortion of higher psychological factors due to social factors (Gindis, 1999).
Self-contained 15:1 Special Education Student
A student who was in a special class and whose special education needs consist
primarily of specialized instruction (New York State Education Department, 2016).
Special Class 8:1:2 Student
A student with disabilities who has been grouped together with similar individuals
whose needs were similar for the purpose of being provided specially designed
instruction (New York State Education Department, 2016).
Student with Disability (SWD)
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An individual because of mental, physical, or emotional reasons has been
identified as having a disability and who requires special services and programs approved
by the district (New York State Education Department, 2016).
Work Based Learning Experience (WBLE)
Learning activities that take place in the workplace or in the school in
collaboration with the community to provide a service or produce a product that meets
industry standards (New York Stated Education Department, 2020).
Zone of Proximal Development
State of learning in which a child cannot solve a problem or perform a certain
skill alone, but was able to attain success with the assistance of another individual
(Kauchak & Eggen, 2003).
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CHAPTER 2
Introduction
This section discusses findings evident in the existing research literature. The
findings from the literature reviewed have been organized along the following thematic
descriptors: types and components of WBLE Programs; best practices for implementing
WBLE programs; research outcomes and impacts to special education high school
students. This section concludes with a discussion of the gaps existing in the present
literature.
Review of Related Literature
Types and Components of Work Based Learning Experience Programs
Work-Based Learning programs have been viewed as an essential component of
providing high school students with disabilities (SWD) the opportunity to gain the
necessary transitioning skills they need for post-secondary success. The federal
government has encouraged the development of these programs by the implementation of
various initiatives through the School-to-Work Opportunities Act of 1994, the Workforce
Investment Act of 1998, and the No Child Left Behind Act of 2001. It was now in the
hands of the school districts to develop these programs. There was a plethora of WorkBased Learning experiences research provided as beneficial to these high school students.
It was important in developing the programs that the individual needs of SWD were taken
into consideration. The population of the schools should essentially match the programs
implemented. Researchers throughout the last few decades have taken a solid look at
these programs and characterized some specific important features related to each type of
learning experience. In looking at the related literature, it was imperative to connect it
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back to the conceptual framework. This section provided insight into studies that connect
to the types and components of WBLE as guided by the Work Based Learning State
Manual and Guidelines.
Stakeholders, especially leaders in a district required the relevant information to
“by in” to the program, justified its development, and provide continued support.
Understanding the importance and relevance of WBLE programs based on related
research, justifies a stakeholder support of these programs. It was imperative to begin by
discussing research on the importance of work based learning programs. The first formal
quantitative research on the WBLE programs was by Welsh et al. (2014). As a result of
districts implementing WBLE programs in response to the 1994 School-to-Work (STW)
Opportunities Act (STWOA), the 2007-2008 United States Department of Education
survey reported that 72% of public high schools offered work-based learning programs.
Yet there was no substantial research done on the outcome of these programs. Welsh et
al. (2014) decided to do this research in the state of Wisconsin, as it was the first state in
the United States to establish a comprehensive formalized WBLE with no substantive
outcome information. The purpose of the Welsh et al. (2014) study was to examine
school performance and school-based behaviors among students enrolled in School to
Work (STW) programs and compare them with nonworking and other-working students.
The sample/participants in this study included a total of 6,519 students, from 4 public
high schools in Wisconsin, aged 14 years to 18 years, which included the following: 461
STW students (7%), 3,108 non-working students (48%), and 2,950 other-working
students (45%). The research method in this study was quantitative and the statistical
analysis methods performed were the following: descriptive statistics for student
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characteristics and demographics; chi-square tests for comparing the three groups;
univariate logistic regression models for the association between the groups and the
outcomes; and separate multivariable logistic regression models for each outcome were
fit adjusted for covariates. The covariates were the following: age, gender, race/ethnicity,
and type of school district. The procedures in this study included teachers administering a
student scannable questionnaire to all students in the participating schools. The data
analysis were performed using SAS 9.2 and the statistical significance was at the .05
level. The first step in the process was to summarize the group demographic
characteristics using descriptive statistics. In order to compare the STW group, other
work group, and non-work group the following were calculated: frequency counts,
percents, and p values from chi-square tests. Then, univariate logistic regression models
were utilized to estimate crude odds ratios between the groups and the outcomes. For
each outcome multivariable logistic regression, models were fit adjusting for the
following covariates: age, gender, race/ethnicity, and type of school district. The
instrument used in this study was a student questionnaire developed by Wisconsin
Division of Public Health (WDPH). It was based on questions from the following
sources: Injury Prevention Research Center at UNC Chapel Hill, Industrial Accident
Prevention Association at Toronto Ontario Canada, and additional questions from
teacher, nurse, and student input.
The main findings of the descriptive data indicated that the STW students were
older than and non-white compared to the other-working and non-working students. The
STW students compared to nonworking were found to have three or more unexcused
absences than the other groups (37% vs. 31%; p = .003), a GPA < 2.0 (16% vs. 12%; p =

19

.011), and were less likely to spend 1 hours per week on school sponsored activities (38%
vs. 52%; p = .004). The STW compared to other-working students were, more likely to
be late for school three or more times (38% vs. 32%; p = .012), cut or skip class three or
more times (28% vs. 24%; p = .035), have three or more unexcused absences (37% vs.
28%; p < .001), not expect to graduate (4% vs. 2%; p = .050), and had a GPA < 2.0 (16%
vs. 11%; p = .004). The odds ratios and the adjusted odds ratios (AOR) indicated
additional results. The STW students compared to the nonworking students indicated the
following: less likely to have GPA > 2.0 (AOR = .58; 95% confidence interval [CI] =
.39- .84), more likely to spend less than one hour on school-sponsored activities (AOR =
1.49; 95% CI = 1.12-1.99). The STW students compared to the other working indicated
the following: significantly less likely to have a GPA > 2.0 (AOR = .61; 95% CI = .41.90) and more likely to have three or more unexcused absences from school (AOR =
1.48; 95% CI = 1.10-1.98). Welsh et al. (2014) discussed that the although the outcome
were not as positive as they had predicted they did note that 20% of STW students
worked 23 hours per week compared with 12% of other-working students, which could
influence the outcome. Welsh et al. (2014) did indicate there were various limitation to
this study foremost being that it was completed in one specific state, which does not
necessarily generalize to other populations. In addition, this research did not look at
different programs and it did not focus on students with disabilities. The information
reported was student-generated only and the current dissertation will provides
triangulation of data to validate the outcome. This article related to the current
dissertation in that it provided a basis for substantiating further research on this topic, in
order to fully understand the WBLE impact on students.
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Griffith (2001) completed a similar study that did further research on the
relevance of participation in the WBLE program. The research by Griffith (2001) looked
at CTE programs and internships programs of those students participating versus those
who did not participate. The student outcome was discussed in the outcome section of the
Review of Related Research, but it was noteworthy in this section to point out that other
research validated the importance of the WBLE for students at the high school level.
Both the Welsh et al. (2014) and the Griffith (2001) did not look at the students with
disability population. The current research included the program types/components and
best practices when looking at the student with disabilities outcome.
Considering this dissertation focused on the SWD student, it was important to
discuss relevant research related to this population. In determining the best WBLE
programs for students with disabilities, researchers looked at the benefits of these
programs for the SWD in comparison with their regular education peers. In a quantitative
study, the researchers Benz et al. (1997) tried to explain the extent to which the outcomes
of students with and without disabilities were actually influenced (predicted) by the
instructional programs and skill outcomes envisioned as important components of schoolto-work transition programs. In this manner, these researchers aimed to see if there were
a connection between the programs and outcomes. Benz et al. (1997) specifically focused
on whether in school and out-of-school experiences of students with and without
disabilities influenced students’ outcomes in the area of competitive employment and
productive engagement. Benz et al. (1997) discussed that the school-to-work transition
process had significant implications on the post-secondary outcome of both students with
and without disabilities. Benz et al. (1997) stated that the school-to-work transition
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process had significant implications on the post-secondary outcome of both students with
and without disabilities. Benz et al. (997) found that the types of work-based and schoolbased learning experiences could positively affect work and school outcomes. The study
did point out that there were certain groups of students that could still be vulnerable to
failure once leaving school. The disadvantages they had outside the school setting
impacted their ability for long-term outcomes. The outcomes of this study was discussed
in depth in the Student Outcomes section of the Review of Related literature. It was
important to note that the Benz et al. (1997) was connected to the current research in that
it provided the basis for the necessity of focusing in on the SWD as this population
although benefitting from the WBLE still had a disadvantage upon graduating high
school.
The related research discussed thus far related to the importance and relevance of
participation in a WBLE program. As part of the WBLE components, it was imperative
to discuss research related to the spectrum and types of program. This research, however,
was limited. According to Emanoil (2001), although there were various types of WBLE
programs available to high school SWD, districts had difficulty with implementation of
the program. Districts solely concentrated on the concept that there needed to be schoolto-work programs without necessarily providing a plethora of programs (Emanoil, 2001).
According to Emanoil (2001), considering this difficulty of implementing these offcampus experiences, many of the initial programs were limited to job shadowing, where
students would simply shadow an individual while they were doing their job. Emanoil
(2001) stated that in order to be worthwhile WBLE programs the programs needed to
expand beyond job shadowing. Districts realized that they needed to increase the school-
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to-work experiences and career and technical education programs were promoted in order
to combine the classroom specific instruction to the respective experiences in the
community (Bennett, 2007). In this manner the connection between academics and
authentic hands-on work-based-learning experiences were better connected. However,
districts still needed to provide a greater variety to fit the needs of every growing special
education population.
One such relevant study by Bennett (2007) discussed research on communitybased programs and its outcome for students. The purpose of the Bennett (2007) study
was to twofold. First, the study examined the efficacy of a Midwestern district’s
Internship Program in promoting end of high school occupational engagement
orientations. The second purpose of this study was to examine the effect socially
supportive relationships had on the students’ occupational engagement orientations. This
information was relevant to the second question addressed in this present dissertation
regarding best practices. It was mentioned here as it was part of the Bennet study (2007)
study, yet further elaboration was discussed in the best practices related research section.
The sample/participants in this study included 1,741 seniors from 17 high schools in a
Midwestern district, who completed a mandatory Internship Program. Of these seniors
participating the following were the demographics: 56% females, 44% males, 50%
African-American, 35% Whites, 7% Asian/Pacific Islanders, 5% Hispanics, and 3%
Native Americans. The research method in this study was quantitative and the statistical
analysis method performed was Ordinary Least Squares (OLS) regression. The
procedures in this study included internship coordinators or classroom teachers
administering a student survey at the end of the senior year Internship program. Data
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analysis in SPSS was then performed using OLS in a hierarchical regression. It was
completed in the following four stages to determine which factors affected student
outcomes: student background demographics; paid and unpaid internships in 11th and
12th grade; social supports extending above those influenced by the independent variable;
and program-social support interactions. The instrument used in this study was a student
survey based on questions from the three sources: National Education Longitudinal
Study of 1988 (NELS: 88), the Community Participation and U.S. High School Students
Survey (as cited in Marks, 2000) and additional research generated questions.
The main findings overall in the Bennett (2007) study were that first the only
demographic characteristic that affected the Occupational Engagement Orientation
(OEO) was English as a Second Language, indicating that Internship did not reduce this
outcome for those in this category. The second finding were that only unpaid internships
led to higher OEO levels in students. Some reasons given for the higher outcomes in the
unpaid internships were the following: higher student motivation, greater supervision,
and greater school preparation. The third finding was that social supports, especially
mentors enhances efficacy of the internship experience. Bennet (2007) did make a point
to indicate that this information was self-reported and this may have greatly affected the
findings. The information reported was student-generated only and the current
dissertation provided triangulation of data to validate the outcome. This article related to
the current dissertation in that it provided a basis for the possible factors affecting student
outcome. This Bennett (2007) study indicated that program type and components can
influence student outcome, but that there were additional factors that affected these
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outcomes. The current research included the program types/components and best
practices when looking at the student outcomes.
Another article that researched community based WBLE programs was by Stasz
and Brewer (1998), who compared two different WBLE programs in the same school.
One of the WBLE programs was an unpaid internship consisting of 55 students and the
other was a paid internship with 44 students. The unpaid internship directly related to a
corresponding medical magnet high school program and the paid internship was in
various community setting awarding both school credit and monetary compensation. The
purpose of the study was to determine the student perceptions regarding the quality of the
experiences in these programs and the relationship between program participation and
school. This qualitative case study used student survey to access information on the
quality of the program and staff interviews to obtain information on the design and
delivery of the program.
The results of this research reported that there were no differences in the quality
of the program’s experience as reported by the students. Students in both groups reported
satisfaction with the program. The mean score out of 5 on the student satisfaction with
the WBLE services was the following: a mean rating 4.18 for unpaid students and 4.31
for the paid students (Stasz & Brewer, 1998). There was a limitation to these findings as
this was self-reported data on their opinions of the experience. Whereas, according to
Stasz and Brewer (1998), the outcome for the connections between the school and the
program were statistically significantly different (t = 2.75, p < .001). Those students who
were in the programs directly linked to the school program reported that they found this
connection evident. These best practices were further discussed in the following section
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of the Review of Related Literature. In addition, the outcomes for the student’s
participation were discussed in the Outcome section of the Review of Related Literature
as this research also discussed some important outcomes to the participation in WBLE
programs. Stasz and Brewer (1998), indicated that having various programs that fit the
needs of the students allowed for varied experiences that provided the opportunity for
students to gain not only work related skills such as those gained by the unpaid internship
but also acquired those universal work –readiness skills that apply to all WBLE
programs. Having the ability to provide WBLE programs that directly relate to
curriculum was extremely beneficial, yet providing additional programs allowed for
greater access to those students who may not be pursuing a particular career interest.
Being that connecting school to work instruction was an important component of
a work based learning program it was imperative to look at studies in this area. The
integration of career and technical education with such opportunities as co-op education,
school-based enterprises, and leadership courses address this WBLE component. Versnel
et al. (2008) researched students who were provided with work experiences that directly
related to their technological programs. Versnel et al. (2008) case study specifically
researched students in a co-operative education technical program. These programs were
meant to provide students with disabilities with work experiences that made explicit links
between school learning and workplace learning. Although the Versnel et al. (2008) case
study specifically discussed the benefits of this type of WBLE program, the outcomes
were linked to the best practices. The Versnel et al (2008) study was further discussed in
the best practice section of the related research considering the student outcome were
specifically linked to the practices rather than the type or components of the program.
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Many schools developed service-learning programs that included four specific areas.
According to O’Connor (2009), service learning was the explicit connection between
academic subject matter, community-based and student-directed service project.
O’Connor (2009) directly linked the idea of service learning to Dewey’s theory, where
students learned more when they saw clear connections between academic and the real
world. In addition, diversification of these programs was key for students with
disabilities. There were four specific types of service learning that were stated by
O’Connor (2009). Environmental projects were one type of service-learning area that
involved topics dealing with nature such as recycling (O’Connor, 2009). Cultural and
regional projects were those, which were relevant to history or culture (O’Connor, 2009).
Social problem projects were those that related to social issues in the community or
worldwide such as hunger or homelessness (O’Connor, 2009). The fourth servicelearning area was advocacy and civic engagement projects that included such areas as
illiteracy and malnutrition (O’Connor, 2009). Although work-based learning was
expanded, it was still limited to specific areas and did not offer enough differentiation for
students with disabilities out in the community. In addition, O’Connor (2009) did not
discuss the student outcomes of these programs with any substantial data.
In another WBLE school to work study, Furco (1996) studied the various types
and components of service learning programs and its connection to student outcomes.
Furco (1996) wanted to determine if service learning, which was another term for Work
Based Learning Experience programs played any role in student outcomes. Since the
1994 School-to-Work Opportunities Act, there has been a push to implement these
programs. However, there were many of forms of these programs and no clear answers as
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to their specific benefits to student outcomes. Furco roots this study based on experiential
theories and constructivism. The purpose of this study was to determine if service
learning, community service, and service-based internship programs, which were three
types of Work Based Learning Experiences. WBLE programs with different components,
affected student outcomes in different ways. The first research question was whether
there were significant differences in educational development between students who
perform service (through any type of service program) and students who did not perform
service. The second research question was whether there were significant differences in
the educational development of students who participate in different types of service
program. The sample/participants in this study included 529 high school students from
two high schools in California who participated in a variety of WBLE programs. This
included 34 classrooms/programs that participated in the study. The research method
used in this study was a quasi-experiment using both quantitative and qualitative analysis.
The procedures in this study included collecting data from students, teachers, service
coordinators site administrators, and community agency representatives. The pre-test was
administered prior to starting the WBLE program and then the post-test was administered
to the same group after completing the WBLE program. During the experience all other
forms of data were collected in order to provide further information on the aspects of the
WBLE and the students’ progress in attaining the following six outcome domain areas:
academic, career, ethical , social, personal, and civic participation. At both sites, 32
students were selected for an in-depth student focus interview to attain information that
was more detailed. In order to gather additional information about the students’
educational development data were collected from the 24 participating teachers using a
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questionnaire. The 3 site service coordinators and 17 community-based agency
representatives provided additional data. The quantitative statistical analysis performed
was two, between-subject ANCOVA. The qualitative analysis used was the inductive
approach, where emergent patterns and themes were coded and then labeled. The data
were recorded into meta-matrix cells, which allowed for quantification of frequency and
strength of occurrence. Comparative analysis from this data provided central themes. The
instruments used in this study were both qualitative and quantitative. The following
instruments were used: researcher-designed student pretest/posttest survey; student
journals; semi-structured focus group interviews; student produced work; student
placement questionnaire; teachers' program goals and objectives; classroom site visits
and observations; teacher focus group interviews; teacher questionnaire; communitybased organization questionnaire; and formal and informal meetings with site
administrators.
This study was a quasi-experiment and the statistical analysis performed was two,
between-subject ANCOVA. The first ANCOVA focused on the differences in outcomes
between students who participated in these service programs and students who were not
involved in these programs. In order to control for initial differences between the groups
studied, gender, ethnicity, and school location were the conditions used and grade level
and student’s pretest domain scores were the covariates. The following were the six
outcome domains analyzed: academic, career, ethical, social, personal, and civic. The
results of the ANCOVA indicated that the mean of the posttest domain score, adjusted for
the covariates was significantly larger for those students participating in the service
programs than those not participating in any program. The results of the interaction
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analyses indicated that the three-way interaction effect of the group, school location and
gender were statistically significant for the academic domain, F (1, 242) = 4.37, p =
.038, η2 = .02 and for the ethical domain only F (1, 244) = 4.27, p = .040, η2 = .02. The
Tukey Test for academic domain found that the adjusted mean of the posttest domain
score for no service males, M= 2.63 for school location B, was significantly smaller than
all the other service groups in all the other locations. The Tukey Test for ethical domain
found that the adjusted mean of the posttest domain score for no service males, M= 2.68
for school location B, was significantly smaller than all the female groups M=3.13, at
location A.
The second ANCOVA focused on whether there were differences in educational
outcomes among students in the different types of service programs. The statistical
results indicated that there were statistically significant differences at the .05 level in four
of the six domains: academic F (3, 244) =4.64, p = .004, η2 = .05, career F (3, 235)
=3.67, p = .013, η2 = .04, ethical F (3, 246) =3.05, p = .029, η2 = .04, and social F (3, 238)
= 3.66, p = .013, η2 = .04. The effect sized, however, were small. The Tukey test
indicated statistically significant differences between community service and no
participation groups as well as between the service learning and the no participation
groups.
There were several limitations to this study. The quantitative analysis focused on
certain given outcomes. WBLE programs/Service Programs outcomes went well beyond
those that could measure quantitatively. In this study, the outcome was limited by the
parameters set in the research. It was not reflective and did not capture all the benefits of
these programs. Another limitation that was discussed by Furco was that there were many
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types and ways to label and define the various WBLE programs. These discrepancies lead
to various interpretations and influenced the participants’ responses in the research.
The author in his conclusion discussed that although the nature of this study was
idiosyncratic there were some emerging themes. In all the three types of service programs
(community service, service-learning, and service-based internships) the students
improved in the following areas: empowered by adult and leadership roles; further
explored interest and talents; working collaboratively; developed social skills; and gained
ownership in their learning experiences. Furco (1996) went on to suggest that research in
this area should move away from just finding direct links between the programs and
outcome to investigating the role the of the elements in the programs to student
outcomes. The main findings from this study indicated that those participating in the
work programs had higher outcome scores than those not participating. Furco (1996)
indicated that in all the areas there was more elaborate data on the development of
students who did participate in the WBLE programs than those who did not participate.
Furco (1996) discussed that although the nature of this study was idiosyncratic there were
some emerging themes. In all the three types of service programs (community service,
service-learning, and service-based internships) the students improved in the following
areas: empowered by adult and leadership roles; further explored interest and talents;
working collaboratively; developed social skills; and gained ownership in their learning
experiences. This article was connected to the current dissertation in that it provided
related information on the analysis of WBLE programs and students outcomes. It
emphasized the weakness in the past research of not containing related elements in the
program to student outcome, which was one area that this present dissertation aimed to
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address. The current dissertation looked also at the best practices related to the programs
and went beyond the connection made by Furco (1996) in his study where he looked at
the connection of the program and the outcomes only. The Furco (1996) study was
further discussed in the outcome area of this current research.
Another study provided research on this important component of a WBLE
program. According to Welsh et al. (2014), school-to-work specific programs, which
were those work experiences outside the school time, expanded and included schoolbased activities, work-based activities, and a connection between these both types of
activities. Apprenticeships, internships, externships, and co-ops continued to develop as
contractual arrangements between private employers and workers to master occupations;
however, they now were not necessarily linked to a specific career and technical
education program (Holzer, & Lerman, 2014). Holzer and Lerman (2014) reported that
internships especially have the greatest success rate and provide an intense connection
between the academics and work experiences. The Holzer and Lerman (2014) did not
directly reflect on the outcomes for the SWD, but rather on all students participating in
these WBLE programs. The SWD required different needs, as some students had limited
abilities, skills, interests, and preferences. The integration of other job exploration options
was seen throughout research, as the needs of the SWD had to be addressed.
Another particular study addressed the benefits of a variety of WBLE programs
and components specifically for students with disabilities. This qualitative case study by
Bellman et al. (2014) looked at various WBLE programs instituted by the University of
Washington to address shortages of individuals with disabilities in science, technology,
and engineering jobs. The participants in this study ranged from individuals with
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disabilities attending high school to graduate school, who engaged in these WBLE
programs (Bellman et al., 2014). Data were collected from a variety of surveys and
interviews and analyzed to determine the benefits of these programs. Bellman et al.
(2014) discussed the importance of providing a variety of options from interviews to
interns. The options ranged from in-school experiences to community ones that all
incorporated the notion of job and career exploration, development, and training. The
first option discussed by Bellman et al. (2014) was creating a testimonial flyer in which
students researched and created a flyer on a specific job. The second option expanded the
job-shadowing experiences and included the informational interview component
(Bellman et al., 2014). The third option introduced the career panel of professionals with
disabilities who shared their experiences on the connection between education,
employment, career decisions, and future job expectations (Bellman et al., 2014).
Bellman et al. (2014) discussed option four as being student workshops and academies
where students had the opportunity to enhance job skills and build potential networks, as
they interacted with former alumni of the work-based learning programs. Option five was
to form partnerships with mentors and peer supports through electronic communications
or personal meetings (Bellman et al., 2014). According to Bellman et al. (2014), through
these partnerships students connected with mentors to learn the following: career options,
increased independence, advocacy, and perseverance. The sixth option of the work-based
learning experiences was student competitions such as resume and/or elevator pitch
contests (Bellman et al., 2014). Bellman et al. (2014) suggested that option seven was
product development such as the following: videos or PowerPoints on jobs, colleges, or
services. An eighth option discussed by Bellman et al. (2014) was student professional
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development such as a career expo or SkillsUSA. In the ninth option, students became
involved in student leadership development, which included the following: projectleadership student teams, web accessibility training, and student leadership panels.
Bellman et al. (2014) stated the tenth and final option was internships, both paid and
unpaid. Through these various options, students were to be provided with work-based
learning experiences in order to explore options and ultimately gain skills. The case study
by Bellman et al. (2014) was twofold in that it not only addressed these varieties of
programs available but also important outcomes, which were further discussed in the
outcome section of the Review of Related Literature area. It was important to note that
this research by Bellman et al. (2014) included high school and college students. The
current research addressed the high school only programs for students with disabilities, so
as to focus on this level of students and not include a higher level of students whose
abilities may not transfer to those only at a high school level.
As part of research on the components a WBLE program, Cease-Cook et al.
(2015), studied how school districts have increased their career exploration options for
their SWD population in order to improve their postsecondary outcomes. According to
Cease-Cook et al. (2015), career exploration took on a big role with transition specialists
who had students complete interest inventories, which included but were not limited to
online programs such as O’NET, CareerShip, and CareerZone. Other related career
exploration activities included the following: company tours, interviews with employers,
career days, career fairs, and online career searches and webquests (Cease-Cook et al.,
2015). Another option for career exploration discussed by Cease-Cook et al. (2015) was
work sampling in which students rotated through community and/or school based work
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sites. Some suggestions made by Cease-Cook et al. (2015) were the following: clean
cafeteria tables, post daily menus, sweep/mop hallways, help at school or local fairs,
provide maps and school directions at events, greeters, deliver messages, type nonsensitive data, manage class materials, create bulletin boards, peer tutor, or school team
manager assistants. Yet another option used to increase career exploration was service
learning, which was defined by Cease-Cook et al. (2015) as the integration of course
objects to hands-on volunteer service in the community. Some essential components of
service learning were that it assigned credit, was highly structured, and required a
culminating activity (Cease-Cook et al., 2015). As the focus turned to individual workbased learning for SWD, the main emphasis was to explore careers in order to find a
match between interests, preferences, and abilities.
Related studies on the types of programs and components provided background
for question one of this dissertation. Throughout the literature, it was seen that workbased learning programs took on many forms. It ranged from figuring out the student’s
interest and continued to helping them match these interests to their abilities and skill
levels. It was imperative to realize that SWD had a variety of abilities and therefore
needed to have a corresponding plethora of programs available to fit their needs. The
various researchers discussed the many options ranging from career exploration to paid
employment. Throughout the years, researchers have continued to explore various studies
in order to provide information on these WBLE and components. It was imperative;
however, that these programs be implemented with research based best practices.
Researchers have provided administrators, coordinators, and teachers with this
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information so that they were able to develop, execute, and implement, successful workbased learning programs in their district.
Best Practices for Implementing Work-Based Learning Experiences
Various components and best practices were essential in a successful WBLE for
high school special education students. The success of WBLE programs highly depended
on the implementation of these experiences, its various components, and the best
practices suggested by many researchers. Districts were initially concerned with setting
up the programs and only realized as time progressed that certain practices improved the
quality and outcomes of the participants. These practices came to take a greater
significance as more SWD participated in the program and their success was directly
connected to their postsecondary outcomes. It was imperative for districts to take a good
look at their WBLE components and practices in order to optimize student success.
Researchers took an active role in determining these necessary practices of WBLE and
districts began implementing them in their programs.
When researchers began to initially look at best practices, they reverted to the
cognitive processes of individuals that would improve their ability to succeed. According
to Cameron-Jones and O'Hara, (1997), cognitive dissonance played a significant role in
improving student outcomes. Cognitive Dissonance theory was the revelation of a gap of
a student’s present state of knowledge to a more desirable future state (Cameron-Jones &
O'Hara, 1997). When individuals realized the gap between what they can do and what
needed to be accomplished they become challenged, stimulated to learn, focused on the
tasks, and ultimately had a higher level of success (Cameron-Jones & O'Hara, 1997).
Cameron-Jones and O'Hara (1997) discussed the importance of this theory as part of best
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practices for a WBLE program. In their qualitative study, Cameron-Jones and O'Hara
(1997) purpose was to determine the roles of the peer mentors in the WBLE program. As
the mentors, Cameron-Jones and O'Hara (1997) wanted to determine if they were
providing a challenging and supportive role. These researchers administered a
questionnaire to 167 peer mentors in order to determine the importance of the challenging
and supporting roles they had in the WBLE program. The outcome of the questionnaire
determined that the support and challenge of the mentors varied among the types of
WBLE programs. Cameron-Jones and O'Hara (1997) encouraged the importance of these
best practices yet acknowledged that further research needs to be completed on the
outcome of these practices. Teachers were encouraged to use this theory of providing
mentor challenges and supports in order to bridge cognitive dissonance, as theory can
improve student outcomes in WBLE programs. This theory was seen as a foundation to
the best practices deemed necessary in these WBLE programs, however, researchers
realized that in the ever-changing work environment there were many other necessary
components to best practices beyond theories, especially for SWD.
Various studies discussed the best practices of WBLE program, which were
student focused and individualized. According to Burgstahler (2001), there were some
essential practices that increased the success of the programs that included the following:
met the needs of students; recruited SWD; facilitated accommodations; individualized
accommodations; developed independence; increased self-advocacy; accessed
technology; had high academic goals; interacted with role models; and supported social
skills. Burgstahler (2001) indicated that these best practices would increase the students
with disabilities outcomes. Some of the outcomes discussed were increased knowledge of
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the job opportunities, job skills, and their abilities to access the necessary
accommodations for job success (Burgstahler, 2001). Burgstahler (2001) idea of selfadvocacy resonated with best practices going forward as it increased the ownership of
learning to the student. Burgstahler (2001) information was reported based on the data
from the Disabilities, Opportunities, Internetworking, and Technology DO-IT program.
The DO-IT program was a Seattle, WA based program that collaborated with high school
and college students with disabilities to help them engage in work-based learning
opportunities. DO-IT worked with the students to research, locate, and support career
opportunities. The information from the Burgstahler (2001) article was self-reported and
limited to those participating in the DO-IT program. This information did provide support
on the various types of practices that could benefit student with disability outcomes. It
was limited to one type of program and included students who were at the college level.
The present research studied only students at the high school level as those who exited
and attended college were not part of the population of this dissertation. Therefore, the
participants’ outcome stated in the Burgstahler (2001) study could not be generalized to
the present study.
In their research, Scholl and Mooney (2004) discussed the increase of selfadvocacy in students and added that the SWD needed to be aware of their disability,
disclose the disability to their employers, and seek the appropriate support and
accommodations in order to succeed in the workforce. They went on to further develop
the practice of instilling resilience in SWD, and this the authors discussed as the
students’ capacity to adapt and thrive successfully despite challenging circumstances in
work-based learning programs (Scholl & Mooney, 2004). According to Scholl and
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Mooney (2004), it was only when the students were taught the following were they then
the most successful: resiliency, identifying their strengths, using compensatory strategies
for their weaknesses, and self-advocating for their challenges. The purpose of Scholl and
Mooney (2004), study was to present the findings on the quality of the learning
experiences of students with disabilities who participated in a Wisconsin Youth
Apprenticeship (YA) work-based learning program. The sample/participants in this study
included 31 students from the various YA program, 19 of whom were students with
disabilities. Of these 19 students with disabilities, two were females and the remaining 17
were males. Of those remaining 12 students without disabilities, four were females and
eight were males. The research method used in this study was qualitative semi-structured
interviews with purposeful sampling. The procedures in this study included collecting
common factor data from both non-completer and completer students who either fit into
the students with disabilities of no disabilities categories. Four researchers conducted indepth interview lasting 90 minutes each. The confidential redacted interviews were
recorded, transcribed verbatim, and field notes were compiled. The information gathered
was analyzed using the ongoing process of content analysis. The researchers then
analyzed the information for common themes, ideas, concepts and events that emerged
using the content analysis three-step process of coding and categorizing data. The
instruments used in this study were in depth interviews with guided questions that
allowed for flexible responses within the structured purpose of the study.
The main findings of this study indicated there were some common factors to
success of students in completing the program and in turn successfully transitioning to
employment after high school. The following were the five key program factors that
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enhanced success: a high level of program organization and coordination; consistent
meaningful stakeholder communication; matching student’s abilities to career choice;
quality of community worksite placement; and integration of appropriate classroom
instruction. In addition, the researchers found the following as additional student factors
that contributed to success for students with disabilities: students’ awareness of their
abilities and disability; disclosure of disability by student; students’ self-advocacy skills;
stakeholders’ level of advocacy for students; availability of accommodations in all
environments; access to mentors; and students’ use of compensatory strategies. The
researchers noted that it was not necessarily one single factor contributing to the
outcome, but rather a combination of factors depending on the student and their
circumstances. One common factor that seemed to contribute to the students with
disabilities success regardless of other personal or programmatic factors was the students’
resilience. The researchers found the students’ ability to adapt and thrive played a role in
their long-term ability to succeed. Furthermore, this study found that students who had
the resilience to succeed had the additional students with disabilities factors stated by the
author in his findings. The authors also stated that the students’ resiliency can be built in
the YA programs that had the program factors they found to increase student success.
This article connected to the dissertation in that it provided a reference for related
research on qualities of a successful work-based learning program. It also provided
insight into the factors pertaining specifically to students with disabilities, as was
discussed in the dissertation. Researchers realized that improving the students’ own
abilities to help themselves would be the best practices for the students to ultimately take

40

ownership of their own work-based learning experiences. These practices would continue
to exist and were a common thread in the literature.
Benz et al. (1997) not only studied the effect WBLE program participation had on
SWD, as was discussed in the previous section of this current research, but they also
researched various practices implemented in a WBLE program. These best practices
Benz et al. (1997) indicated would impact the students’ outcome and need to be
considered when developing a WBLE program. This research suggested that when
constructing comprehensive and inclusive school-to-work programs it was imperative to
keep in mind the following features. The first was to have various options for multiple
pathways and time frames available to the students (Benz et al., 1997). The second would
was to provide reasonable accommodations and support services to those students that
require this for success (Benz et al., 1997). The third feature was to have relevant
performance indicators to guide the practitioners through the learning experiences (Benz
et al., 1997). The fourth was to have the adequate training and technical assistance
throughout all the phases of the program (Benz et al., 1997). The fifth was to have
cooperative engagement of all the stakeholders in the school-to-work process (Benz et al.,
1997. The sixth was to have a comprehensive program that connects academic and
occupational instruction (Benz et al., 1997). The final feature was to integrate the
transitional supports necessary to continue the long-term success of those students
requiring additional supports (Benz et al., 1997). The greatest implication for both
teachers and administrators was that there was a positive connection between school-towork programs and student post-secondary outcomes. Benz et al. (1997) went onto
indicate that it was imperative to keep in mind that in building such a program certain
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features increased the success of the of those students, and that both students with and
without disabilities can greatly benefit from these Work Based Learning Experience
programs. This study supported the fact that the types of work-based and school-based
learning experiences with varied components could positively affect work and school
outcomes. The study did point out that there were certain groups of students that could
still be vulnerable to failure once leaving school. The disadvantages the students
encountered outside the school setting impacted their ability for long-term outcomes. The
outcomes of the Benz et al. (1997) was discussed in greater detail in the outcome section
of the related research as they linked research not only on the type of program but also on
the best practices to student outcomes.
In addition to developing the students’ ability to take ownership for their own
learning, researchers discussed the importance of providing support to students especially
those with learning disabilities. Social supports become essential in the workforce for
SWD as a source of resource, model, mentor, emotional support, and feedback to the
students (Bennett, 2007). SWD needed good role models in the workforce and adults
were important in helping them with the skills they needed to develop in order to be
successful in the workforce. One other source of support that adults were for SWD in the
work-based experience was in the area of negotiating accommodations. Versnel et al.
(2008) discussed that there were facets to negotiating accommodations that adults could
model for students in the work environment. The following were the steps that Versnel et
al. (2008) discussed in negotiating accommodations in the work environment: access and
disclosure, structural affordance, social bonds, problem solving, social policy, selfadvocacy, and self-determination. According to Versnel et al. (2008), self-determination
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was all the skills and information a student had that allowed them to engage in goaldirected actions and was an integral part to career development and success in
transitioning to post-secondary environments. The purpose of this study was to describe
the experiences of two special education students engaged in a work based learning
cooperative program (Versnel et al., 2008). The sample/participants in this study included
two high school special education students. The research method used in this study was a
qualitative case study analyzed using a contextualist perspective. The procedures used in
this study were qualitative analysis. The researchers conducted interviews and
observations on the two participants two times weekly for four weeks. The formal
interviews were redacted to insure confidentiality and were transcribed verbatim. The
observation field notes were entered into a word processing document and redacted for
privacy reasons. The concepts of self-determination, workplace learning, and cooperative education provided the analytic framework. The data were coded using a
common list of codes agreed upon by both researchers. The codes were then analyzed
and cross-case analyzed to determine the common themes. The instruments used in this
study were detailed observations and interviews.
The main findings of this study addressed the context of the workplace and four
central themes for work based learning experience success. The context of the workplace
and the student’s understanding of the opportunities in the context, were important to
enhancing the student’s learning experiences in the work-based learning. The first central
theme discussed was negotiating accommodation, which allowed students to discuss their
different abilities and the needs they had to be successful. The second central theme was
the role of routines in the workplace, which provided a guidance on the procedures and

43

necessary tasks to be successful in the specific work environment. The third central
theme was expectations to be met by the individuals in the workplace. The fourth theme
that increase success in the work experience was preparation by all the key stakeholders
involved in the process. This article connected to the dissertation by providing the
importance of analyzing the best practices incorporated when researching WBLE
programs for students’ with disabilities. When doing the research for this mixed methods
analysis, using this case study by Versnel et al. (2008) provided a basis for the structure
of the qualitative portion of the dissertation and guided the importance of the
stakeholders’ voice in creating a complete picture of the best practices for students with
disabilities. As indicated by Versnel et al. (2008) social supports and the individual needs
of the students provided the additional component necessary for SWD to succeed in the
WBLE programs.
Although many researchers discussed the importance of the individual needs as
the best practices to increase the students’ success and outcome, educators such as
Professor O’Connor (2009) looked at the differentiation of programs as best practices.
O’Connor (2009) discussed service learning as an effective way for SWD to access the
curriculum as it provided them with real world knowledge, relevant academics, and
connection to supports. Best practices according to O’Connor (2009) were differentiated
service learning that was structured, well prepared, planned, carried out effectively, and
allowed the student to reflect on their experience. The Focused Partnership Approach was
discussed as the best structure of a program and was described by Davis and Snyder
(2009), as the partnership between the faculty in classroom learning, the mentor at the
WBLE site, and students with his/her overall learning experience. The relationship
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between the teachers, mentors, and students solidified the WBLE for the students and
provided the ultimate structure for learning and longtime success. Davis and Snyder
(2009) discussed that in the Focused Partnership Approach, the 21st Century Skills were
emphasized, and these soft skills, attitudes, and interpersonal skills were integrated into
the core curriculum. These two were just a few examples of best practices in a structure
of a work-based learning program.
Another study by Billett (2009) focused on best practices as they were integrated
into the program at all its stages. Billett (2009) connected the implementation of a WBLE
program or vocational programs to concepts imbedded in Dewey’s theories. According to
Billett (2009), Dewey (1944) discussed that in order to develop a vocational experience
there must exist an exploratory stage and then a developmental stage. The WBLE
program process commenced with allowing the individuals to explore their interest,
abilities, and preferences and then combining these components in a well-developed
program. According to Billett (2009), a well-developed and successful WBLE program
had clear and defined activities prior to the WBLE experience, which included the
following: practice of skills, clarification of expectations, statement of purpose,
preparation of students, developed procedures, and preparation for unexpected changes. It
also had specific practices during the experience, which included the following:
proximal guidance, learning curriculum, practice-based curriculum, active engagement,
pedagogically rich work activities, work-related interactions, collaborative learning, peer
interactions, and active purposeful engagement of learners (Billett, 2009). Finally, Billet
(2009) discussed the important components of after WBLE specific activities that
included the following: sharing of experience, link to learning, emphasis on learning
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through practice, and critical perspective on work experience. The process of
implementing a well-developed WBLE program that had a clear structure with certain
before, during, and after activities increased its effectiveness and were considered best
practices.
Studies further provided information between connecting the prior academics
knowledge to the community based experiences. Schools needed to continue to have that
direct link between classroom instructions and problems they might find in the applied
setting, which was considered the WBLE environment. This was defined by Holzer and
Lerman (2014) as contextualized learning. The need for students to succeed in the global
economy with the necessary skills was still a great concern and connecting the skills to
work experiences was imperative. Cease-Cook et al. (2015) discussed that career
readiness coincided with academic technical knowledge and employability skill
knowledge. The best practices for career-readiness and the connection between the
academics and WBLE according to Cease-Cook et al. (2015), was to determine the
students’ following: interests, strengths, weakness, skills, and goals. Once determined
then the following content needed to be linked between the classroom and the WBLE
environment: communication skills, critical thinking, problem solving, teamwork,
individual work, technology usage, and decision-making skills (Cease-Cook et al., 2015).
Linking the classroom curriculum and WBLE was imperative and considered by
researchers as best practices in the entire learning experiences, yet to optimize this
connection was still a concern to many districts who had these programs.
As was discussed in the Programs section of the Review of Related Literature,
Stasz and Brewer (1998) researched paid and unpaid internship programs. In the results,
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these researchers found that the program that was directly connected to the curriculum
provided a greater connection to accessing prior knowledge from school and its
curriculum. Students reported on the survey that they found this connection and learned a
greater amount of work related skills and content when the curriculum directly related to
the WBLE programs (Stasz & Brewer, 1998). In addition, the involvement of the teachers
and staff with the WBLE program experiences in the community were also found to have
a greater positive effect on the students’ reported satisfaction. In the unpaid internships
related to the medical experiences there was greater supervision and interaction of the
school personnel with the work environment and this was reported to have a greater
impact on the students WBLE (Stasz & Brewer, 1998). Providing this best practice of
social supports in the WBLE programs was found to have a greater positive impact on the
students.
Scaffolding of instruction, another special education best practice, was found to
have a direct connection between the curriculum taught in the classroom and how the
curriculum translated to the WBLE environment. This most especially beneficial for
those students with disabilities who benefited from repetition and guided practice of
skills, a method used when scaffolding instruction. According to Fletcher et al. (2018),
career academies was a school reform initiative that emphasized the integration of core
academics with career and technical education. In the qualitative interactive case study,
Fletcher et al. (2018) collected implementation data through interviews, school
documents, classroom observations with administrators, faculty, staff, and community
partners. This academy-based model promoted the following factors that were directly
related to student success and were considered best practices: integrated and
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conceptualized academic and career-related curricula, work-based learning experiences,
and partnerships with business/industry (Fletcher et al., 2018). An emphasis of this model
was that there existed curriculum integration, where there was a connection between
skills, themes, concepts, and topics across disciplines and in the WBLE environment and
that repetition helped to scaffold instruction (Fletcher et al., 2018). According to Fletcher
et al. (2018), this was true project-based learning, the teacher took on the role of
facilitator, and the student took ownership of their learning. This model truly taught the
employability skills/soft skills/21st century skills that were prevalent in the work
environment and were extremely necessary for long-term postsecondary success for
SWD. The academy model had many components that incorporated student needs,
program components, and best practices that would translate into a solid WBLE. The
information for the student outcomes related to this Fletcher et al. (2018) study was
discussed in the Student Outcomes section of the Review of Related Literature as it
pertains to the benefits students have in participating in a WBLE program with such best
practices.
There were various best practices discussed by researchers that could increase the
success of a WBLE program for high school special education students. Students’ needs
were at the forefront and finding the best methods to have them learn was imperative to
their success. Key for SWD was to have them realize their strengths and weaknesses and
advocate for their needs in the workforce. Supports in the workforce were indeed best
practices as they provided the modeling and guidance students needed to learn and
succeed as they practiced their skills. The structure of the programs and the process by
which they were set up have been researched and certain clear components existed in
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these successful programs. The connection between the classroom and WBLE supported
and reinforced learning for all students but was especially important with those students
who have different abilities. One researcher presented an initiative, the career academy,
which implemented many of the previously discussed best practices in a WBLE program.
It was imperative that in implementing any one of the types of WBLE programs, the
research-based best practices would be considered and utilized by district leaders,
teachers, and support staff in order to optimize success and positive post-secondary
outcomes for students.
Research Outcomes and Impacts to Special Education High School Students
Throughout the years, research has noted the outcomes and impacts of workbased learning programs for the high school special education students. The variety of
programs discussed in the research as well as the plethora of research-based methods for
their implementation resulted in varied outcomes for students. In addition, due to the
extensive abilities of the special education population the outcomes were duly varied as
well. There were many factors and variables in WBLE programs, developmental
methods, implementation parameters, and research practices that could greatly affect the
ability to monitor the end results. However, common threads were seen in the research
throughout the years and certain outcomes were evident in the high school special
education population that participated in WBLE programs.
Although there were various studies and information regarding WBLE types and
practices there was very little research attesting to the connection between the types of
programs, practice and student outcomes for students with disabilities. A study by Furco
(1996) determined that there was positive outcomes for students participating in the
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WBLE programs compared to those who did not participate. He further discussed that in
certain outcome domains males achieved higher outcome scores than the females.
However, Furco (1996) did not study the students with disabilities population, which was
the focus of the present study. In Furco’s (1996) study, his purpose was to determine if
service learning, which was another term for Work Based Learning Experience programs
played any role in student outcomes. Since the 1994 School-to-Work Opportunities Act,
there has been a push to implement these programs. However, there were many of forms
of these programs and no clear answers as to their specific benefits to student outcomes.
Furco (1996) rooted this study based on experiential theories and constructivism. Furco
(1996) first explored whether there were significant differences in educational
development between students who perform service (through any type of service
program) and students who did not perform service. The second research question was
whether there were significant differences in the educational development of students
who participated in different types of service program. The author in his conclusion
discussed that although the nature of this study was idiosyncratic there were some
emerging themes. In all the three types of service programs (community service, servicelearning, and service-based internships) the students improved in the following areas:
empowered by adult and leadership roles, further explored interest and talents, worked
collaboratively, developed social skills, and gained ownership in their learning
experiences. Furco (1996) went on to suggest that research in this area should move away
from just finding direct links between the programs and outcome to investigating the role
the of the elements in the programs to the student outcomes.
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Another study that researched student outcome was by Griffth (2001). The
purpose of this study was to examine the effects of high school students’ participation in
work-based learning one year after graduation. The sample/participants in this included
graduating seniors who attended public high schools in a large suburban school district
located outside a large metropolitan area. These students were enrolled in 24 high
schools. Survey data were obtained from 6214 (89%) seniors at graduation who
completed the state’s Department of Education High School Graduate Questionnaire and
6056 (87%) seniors who completed the local school district questionnaire. One-year later
4294 (69%) seniors completed the follow-up questionnaire. The research method in this
study was quantitative and the statistical analysis methods performed were the following:
separate ANCOVAs were performed to measure each outcome and discriminant function
analyses was used between internship participants and non-participants, and CTE
participants and non-participants. The procedures in this study included administering
both a state Department of Education High School High School Graduate questionnaire
and a local school district questionnaire to exiting seniors. A year later, a follow up
questionnaire was mailed home to the same participants. The data analysis was
performed using Analysis of covariance (ANCOVA) to determine whether internship and
CTE participants differed from non-participants on the outcome measures. A
discriminant function analysis was then performed to determine whether students were
equitably reached. For the discriminant function analysis, the background characteristics
and high school curriculum were compared to those of the non-participants. The
instrument used in this study was a student Department of Education High School
Graduate Questionnaire and a local school district questionnaire.
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The main findings of the descriptive data indicated that of those graduates who
reported post-secondary school and worked status, 62% only attended school, 9% only
worked, and 29%) attended school and worked. Internship participants and
nonparticipants were equally likely to attend school and attend school while working (X2
(2) = 2.43, NS). However, CTE participants, compared to non-participants, were more
likely to work while attending school (39% versus 28%), and more likely to work (26%
versus 7%; respectively, z = 2.52, p < 0.01, two tailed; z = 3.90, p < 0.001, two-tailed).
CTE participants worked more, and earned statistically significantly more quarterly
wages than non-participants earn, even when alpha level was adjusted for the five
employment outcomes. Compared to non-participants, CTE participants reported
statistically significant greater relevancy of high school curriculum to current jobs, postsecondary school, and/or training. Interns did not differ from non-interns on the outcome
variables except for where the statistically significant results reported interns worked
fewer numbers of quarters and had lower total wages earned. The CTE participants rating
higher on job preparation compared non-participants was statistically significant. In
contrast, the interns rating on work skills being the same as non-interns was statistically
significant. The Discriminant functions were statistically significant (for internships, X2
(33) = 161.74, P < 0.001; and for CTE, X2 (33) = 664.07, p < 0.001), indicating that
background characteristics and high school experiences played a role in the outcome. The
student sociodemographic background and high school curriculum differentiated CTE
participants and non-participants (canonical correlation = 0.36, with 76% of the original
cases correctly identified by the function) than internship participants and nonparticipants (canonical correlation = 0.18; with 58% of the original cases correctly
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identified by the function). College-bound and non-college-bound students equally
selected internships. The following were those who indicated no interest in internships:
male Asian American or Hispanic, those favored and did well in higher math courses, and
ESL students. The following were those who reported to not participate in CTE
programs: those in higher math and English courses, attended four-year colleges, and had
higher GPAs. Statistically significant result for the CTE students compared to nonparticipants were the following: worked after high school, attended business/trade or 2year college, undecided post-high school plans, were African American, ESL students,
and/or were less engaged in extracurricular activities. Griffith (2001) discussed that
although the student outcome were positive in respect to those participating in WBLE
programs this information was self-reported and there were threats of internal validity.
These threats normally associated with a cross-sectional study can affect the ability of
transferring to other populations. In addition, this research did not specifically study the
students with disabilities population as will the current research.
Another significant study that looked at the WBLE program and best practices for
SWD outcomes was the Benz et al. (1997) study. The purpose of this study was to
explain the extent to which the outcomes of students with and without disabilities were
actually influenced (predicted) by the instructional programs and skill outcomes
envisioned as important components of school-to-work transition programs. The research
question was whether in-school and out-of-school experiences of students with and
without disabilities influenced students’ outcomes in the area of competitive employment
and productive engagement. The sample/participants in this study included 315 students
with disabilities from Handicap Census Count Oregon database, 107 students with
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disabilities from Handicap Census Count Nevada database, and 131 students without
disabilities taking the proficiency from the Nevada State database. Only 327 students
were selected for analysis, as they were the only ones that had all the data in the predictor
and outcome variables. Of the 327 total students analyzed, 218 students had disabilities
and 109 students were students without disabilities. The research method in this study
was quantitative and the statistical analysis method performed was logistic regression, in
order to determine the optimal linear function of the independent variable that predicted
the probability of the outcome variable. In addition, odds ratios were used to make
interpretations to associate the variables. The procedures in this study included
administering both the parent and student interviews in the last year of high school and
then once again a year after they graduated high school. The information was collected
by using a computer-assisted telephone interview technology (CATI). The individuals
interviewed read items on the computer and answered using fixed-response into an
SPSS/PC+ database. The parent/student agreement rates were examined and computed
using Cohen's Kappa (1960), for both competitive employment and productive
engagement. Predictor variables were selected based on the conceptual relationship to
both school-based and work-based components in the program. Productive employment
and active engagement were selected as the outcome variables. A three step logistic
regression procedures were used to examine the bivariate relationship between the
predictor and outcome variables. Odds ratios were then computed to determine the
likelihood of the outcome based on the predictor. Interpretability and statistical
significance was determined for each model. The instruments used in this study were
both student and parent interviews.
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In looking at the results of this study, the statistical analysis method performed
was the logistic regression, which was similar to the multiple regression technique. The
indication to use logistic regression would be when there were nominal or scaled data that
deviated from multivariate normal distribution. The purpose of logistic regression in this
study was to find the optimal linear function of the independent variable that predicted
the probability of the outcome variable. The variable in the equation was weighted with
coefficients estimated from the data. These lead to a linear regression that allowed in
making predictions from the observed data. In addition, odds ratios were used to make
interpretations to associate the variables. An odds ratio of one indicated no relationship
and the larger the number the greater the relationship existed between the predictor
variable and the outcome variable. Odds ratios less than 1 indicated the less likely hood
that there existed a relationship.
In looking at the relationship between the predictor variables, the independent
variables, and competitive employment the researcher indicated that the model classified
the competitive employment status of students with and without disabilities 69% of the
time, and represented a significant improvement over the null with only the constant -2
log likelihood = 345.22; (df =7) = 53.05, p = .000. The p value in this case indicated there
was a statistical significance. In looking at the odds ratios generated from the logistic
regression, Table 1 showed that the only predictors were the following: social skills at
exit, number of jobs in school, job search skills at exit, and no continuing vocational
needs. All of predictors had odds ratios as seen in Table 1, indicating that students who
scored high in these areas were 2 to 3 times more likely to be competitively employed
after 1 year of exiting school. Indicated in Table 1 these all had levels of statistical
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significance below .05, p< .05, one tailed.
In looking at the relationship between the predictor variables, the independent
variables, and productive engagement the researcher indicated that the model classified
the productive engagement status of students with and without disabilities 65% of the
time, and represented a significant improvement over the null with only the constant -2
log likelihood = 401.02; ꭓ (df =6) = 49.73, p = .000. The p value in this case indicated
there was a statistical significance. In looking at the odds ratios generated from the
logistic regression, Table 2 showed that the only predictors were the following: career
awareness at exit, no continuing personal social needs, and no continuing vocational
needs. All of predictors had odds ratios as seen in Table 1 indicating that students who
scored high in these areas were 1.5 times more likely to be engaged in productive
activities. Indicated in Table 1 these all had levels of statistical significance below .05, p<
.05, one tailed.
There were several limitations to this study. The participants in this study were
not reflective of the population and the method of comparison was inconsistent. The
special education set was taken from both Oregon and Nevada, yet the comparison group
of regular education students were only taken from Nevada. The other limitation was that
although the researchers discussed the importance of intervention needed for students
with disabilities they did not address the extent of interventions required for success. The
school-to-work transition process had significant implications on the post-secondary
outcome of both students with and without disabilities. This study provided the support
that the types of work-based and school-based learning experiences with the different
components could positively affect work and school outcomes. The study did point out
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that certain groups of students could still be vulnerable to failure once leaving school.
Apparently, the disadvantages they have outside the school setting impacted their ability
for long-term outcomes.
The main findings overall in this study were that the types of work-based and
school-based learning experiences could positively affect work and school outcomes.
Benz et al. (1997) indicated that the following predictors improved competitive
employment: social skills at exit, number of jobs in school, job search skills at exit, and
no continuing vocational needs. Benz et al. (1997) indicated that the following predictors
improved active engagement: career awareness at exit, no continuing personal social
needs, and no continuing vocational needs. The study did point out that there were certain
groups of students that could still be vulnerable to failure once leaving school. This
article was connected to the dissertation in that it also provided a quantitative analysis
related to the outcome of special education students participating in WBLE programs.
However, this research by Benz et al. (1997) was outdated and in a different geographical
area than the dissertation aimed to research. Benz et al. (1997) provided the support that
the types of work-based and school-based learning experiences could positively affect
work and school outcomes for SWD. However, the Benz et al. (1997) research did not fill
in the gaps from various perspectives, as did the current research. The information from
the Benz et al. (1997) study was solely from the parent and student perspective and unlike
the current research failed to provide triangulation of data.
The outcomes, implications, and suggestions of the Benz et al. (1997) study and
the Furco (1996) study can provided a significant contribution to WBLE as it discussed
some insight into the outcome of these programs. However, there were shortcoming to
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this research as its relevance was now over 23 years old, and its demographics were
specific to two southwestern states. WBLE community resources available could greatly
differ from one region to another even in the same state. The previous studies on WBLE
programs were not comprehension in their scope and did not reflect the demographic
needs of the students in all regions of the country. In addition, the needs of the students in
fulfilling the CDOS requirements provided further challenges and needed to be
considered. The significance of providing research for WBLE programs, best practices,
and students with disabilities outcomes in similar demographic areas can greatly impact
the ability of other similar districts to implement these programs.
Quantitative research concerning WBLE programs was limited and outdated,
although others had indicated that a mixed method or qualitative approach might have
provided further explanations. One such research provided a perspective on the attitude
towards WBLE program, which supported the need for a mixed method or a qualitative
approach to WBLE program research. Yan et al. (2004) interest in this study stemmed
from the lack of substantial research on this WBLE topic and the seemingly lack of
support by administration. The purpose of this study was to which extent School to Work
(STW) teachers integrated school-based and work-based activities into their curriculum.
The 1994 School-to-Work Opportunities Act, success depended on teachers
implementing career-related activities and practices into their programs. However, there
was no significant studies or evidence that teachers in these programs have actually
implements these WBLE activities into their instruction. Yan et al. (2004) suggested
further research to help determine the reasons why these activities were not being
implemented. Yan et al. (2004) interest in this study stemmed from the lack of substantial
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research on this topic and the seemingly lack of support by administration. The first
research question was to determine if there was a difference in teacher’s attitude and
beliefs towards the STW program based upon their location (high school vs. middle
school). The second research question was to determine if there was a difference in
teacher’s implementation of school-based activities based upon their location (high
school vs. middle school). The third research question was to determine if there was a
difference in teacher’s implementation of work-based activities based upon their location
(high school vs. middle school). The sample/participants in this study included 367
middle and high school teachers in all subject areas from a public school district in
southwestern Pennsylvania. The following was the demographic breakdown of the
population: 178 females, 133 males, 41 had less than 5 years’ experience, 68 had 5-10
years’ experience, Years, 80 had 11 – 20 years’ experience, and 125 had more than 20
years teaching experience. The research method used in this study was quantitative and
the statistical analyses performed were three, t-tests. The procedures in this study
included distributing the survey to all middle and high school teachers in a public
Pennsylvania school. Only 53% returned the questionnaire, which was then analyzed to
determine the teachers’ implementation of school-based and work-based activities. The
means standard deviations were calculated to describe the degree teachers supported the
programs goals and implemented career-related activities. The data were then
disaggregated by grade in order to perform the t-tests used to determine if the
implementation of teachers’ practices differed by grade level. The instruments used in
this study, to measure the extent to which teachers valued and implemented the goals of
the School to Work program, was a self-report teacher questionnaire developed by an
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advisory group. The advisory group also developed a teacher questionnaire that measured
the teachers’ beliefs and attitudes towards the STW and the teachers’ integration of both
the school-based and work-based activities into their curriculum (Yan et al., 2004). This
information was then compiled, analyzed, and reported,
This study was quantitative and the statistical analysis performed was three, ttests. The first t-test focused on the teachers’ attitudes toward the STW program and the
data indicated that teachers had a favorable attitude with scores ranging from (M = 3.17,
SD = .68) to (M = 3.54, SD = .56). However, there were no statistically significant
differences between the values in attitude of the teachers in the high school and those in
the middle school. The second t-test focused on the degree the school based activities
were implemented, and the data indicated that the teachers did not frequently implement
the programs with scores ranging from on (M = 1.11, SD = .38) to (M = 2.18, SD = .76).
However, there were statistically significant differences between the values in
implementation of the programs in the high school and those in the middle school at the p
< .002 level according to the Bonferroni’s suggestion for conducting a series of t-tests.
The statistical tests indicated that the academic-based activities although not implemented
much they were more implemented in the high school than the middle school. The third ttest focused on the degree the work-based activities were implemented, and the data
indicated that the teachers did not frequently implement the programs with scores ranging
from on (M = 1.07, SD = .30) to (M = 1.59, SD = .80). However, there were statistically
significant differences between the values in the high school and those in the middle
school at the p < .01 level according to the Bonferroni’s suggestion for conducting a
series of t-tests. The statistical tests indicated that the work-based activities although not
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implemented much they were more implemented in the high school than the middle
school.
There were several limitations to this study. The author discussed that the study
indicated that both the school-based and work-based activities were not being
implemented. However, there were limitation in that there were no indications as to what
were the barriers preventing implementation. Another limitation of this study was the
sample size. The survey for this study was distributed to all the teachers yet only 53%
responded. These teachers volunteered to respond and this may have influenced the
result, as the volunteer responses may have been from only those teachers who had an
interest in the topic.
The authors in their conclusions discussed that there were benefits to this study
that could guide further research. The data clearly supported that teachers had overall a
positive attitude toward the STW activities. However, there seemed to be a lack of
understanding as to why these programs were not being implemented. These authors
suggested further research to help determine the reasons why these activities were not
being implemented. The author suggested looking at the administrative support for the
program. They also indicated that although the teachers were positive toward the program
they were not involved in the curriculum development. The author went on to further
indicate that funding for these activities could often be a barrier to the implementation of
the programs. Quantitative data alone failed to explain the entire picture to those trying to
understand the complex integration of STW programs in a school district. The Yan et al.
(2004) was connected to the dissertation in that it provided a quantitative analysis related
to the implementation work-based learning programs. The current dissertation aimed to
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provide insight into the research based curriculum activities in a WBLE program and
teacher involvement. In addition, the current dissertation’s mixed method approach
expanded on Yan et al. (2204) quantitative analysis approach, which the authors indicated
alone failed to explain the entire picture to those trying to understand the complex
integration of STW programs in a school district.
Various researchers provided insight to the outcome of WBLE programs based on
qualitative research. Determining the outcome of programs was essential to identifying its
success. Before districts began implementing the various types of WBLE programs, the
basis for authentic experiences for high school students existed as an extension of their
vocational courses. The outcome of these experiences led to a greater success reflected in
lower dropout rates and future employment. Wagner and Blackorby (1996) reported
findings from the National Longitudinal Transition Study of Special Education that
indicated SWD struggled with post high school outcomes. However, Wagner and
Blackorby (1996) stated vocational courses were strongly related to a lower probability
that students would drop out of school and were strongly connected to positive
employment outcomes. The outcomes were limited to the population of students that
participated in these specific WBLE connected to the vocational courses. Outcomes were
limited to these two areas and this population until further programs were developed,
implementation was followed through, and outcomes were measured for nearly a decade
later. The main findings from the longitudinal study indicated by Wagner and Blackorby
(1996) only emphasized the benefits of the WBLE for students with disabilities.
Student outcomes increased as research-based practices were instituted in the
various WBLE programs. As district concentrated on student individualized instruction
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and increased participation by SWD in the WBLE programs, the outcome of building
self-advocacy and resilience was noted. As was previously discussed in the Related
Research Best Practices section of the current research, Scholl and Mooney (2004)
conducted research on the effect of certain practices on student outcomes. According to
Scholl and Mooney (2004), students who participated in WBLE programs that districts
concentrated on self-advocacy skills and resiliency skills improved greatly in various
personal individual skills. These students had a higher level of motivation, personal
achievement, and knowledge of assimilation than those not participating in WBLE
programs (Scholl & Mooney, 2004). More specifically, SWD who received direct
instruction on self-advocacy and resilience had additional benefits than their nonparticipating peers. According to Scholl and Mooney (2004), SWD participating in
WBLE had the following positive outcomes: understood their strengths and disabilities;
articulated needed supports and accommodations postsecondary; appropriately used
compensatory strategies; negotiated needs in their environment; had higher levels of
motivation and participation; displayed autonomy and asked for assistance; and had
greater communication and problem-solving skills than their peers. These additional
positive outcomes for those students who participated in WBLE supported the fact that
the practices used in the various WBLE programs improved student outcomes.
Providing social supports was yet another WBLE practice that improved student
outcomes. As was thoroughly discussed in the programs section of the Review of
Literature, Bennett (2007) found connections between the social supports and student
outcomes. According to Bennett (2007), social supports had additional positive outcomes
for students participating in the WBLE programs especially those SWD. Students were
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better able to prepare and interact in social situations when social supports, such as
encouragement, feedback, information, and social modeling, were emphasized in the
workforce (Bennett, 2007). In addition, with these social skills many of the SWD were
able to access job networks they would not have if they had not participated in the WBLE
(Bennett, 2007). In addition, Bennett (2007) noted the following outcomes: increased
productivity, interest in distinct careers, economically self-sufficient, higher motivation,
greater self-image, future vision, higher employment-oriented skills, and greater
engagement in occupational skills. One of the greatest benefits of having social supports
was the SWD had a focused self-concept that buffered them from negative
environmental or external stimuli, which deterred them from pursuing their selected
occupational pathway (Bennett, 2007). As districts increased their knowledge of the best
practices, implemented them in their WBLE programs, and noted their outcomes they
began to take notice of the importance of these learning experiences. As previously
discussed, this article related to the current dissertation in that it provided support that
WBLE practices could have an impact on the students’ outcome. Bennett (2007)
discussed only the internship program while the current research looked at other forms of
WBLE programs. The limitation that Bennett (2007) had in only having one self-reported
student survey was addressed in this current research. The triangulation of data provided
in the study validated the outcome and looked at a variety of programs and its related
student outcomes.
As districts developed the structure of their programs, additional outcomes were
noted in the SWD high school population. The Service-Learning model discussed by
O’Connell (2009) had its own positive outcome for the students who participated. The
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main outcome for this program was that it specifically addressed the IEP and transition
goals and increased students’ self-determination, autonomy, decision-making abilities,
and social interaction skills (O’Connell, 2009). Another program implemented by
districts that had a positive outcome on SWD was the Focused Partnership discussed by
Davis and Snyder (2009). The emphasis on the 21st Century Skills had a positive
outcome on students in the following areas: increased empowerment, higher levels of
perceived personal achievement, increased interpersonal skills, higher level of job
satisfaction, greater incentive for life-long learning, increased sociability, greater
communication skills, and higher levels of collaboration with others (Davis & Snyder,
2009). In the Focused Partnership model, the connection between the faculty, mentor, and
student also provided additional positive outcomes for the students in the area of
increasing the student’s industry level skills, connection to course relevance in real world
application, and furthering their ability to succeed in postsecondary education
experiences (Davis & Snyder, 2009). Program models, as seen by researchers, were
extremely important in improving student outcome. These outcomes although qualitative
were seen as beneficial to those students who participated in the WBLE programs.
Various researchers did studies on the connection between WBLE programs and
the school’s role in the programs. Holzer and Lerman, (2014), discussed the practice of
contextualized learning as the importance of linking school to work learning concepts. He
emphasized the benefits of apprenticeships in that it best linked the academics to the
WBLE (Holzer & Lerman 2014). In apprenticeships, the students received the most
benefits from the experience as they applied the academic learning directly to the
workforce in addition to the following outcomes: communication, problem-solving,
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relevant resource allocation, direct interaction with relevant future employers, and
interpersonal skills with peers with similar career interests (Holzer & Lerman 2014).
Holzer and Lerman (2014) indicated in their report that the combination of work and
learning was highly effective in reducing unemployment and increasing long-term
earnings. Ensuring the school to job connection emphasized the positive outcomes for
students and the relevance for the students with disabilities who may not have been
afforded these opportunities otherwise.
Another study, previously discussed in the Review of Related Literature Section
that addressed the outcome of the internship programs was by Stasz and Brewer (1998).
These researchers compared paid and unpaid internships and made some additional
conclusions. Although students in the unpaid internship experiences who had curriculum
related experiences, reported greater connections between school and work, those in the
paid experiences found a greater disconnect to the schools. In fact, Stasz and Brewer
(1998) found that when the programs were not connected academically the students
performed more poorly in school and many times found that work was cutting into their
time to do homework. Additionally those students in the paid internships found that it
affected their social time with their friends, yet improved their work related social skills.
It was important to note Stasz and Brewer (1998) did discuss that these findings were
self-reported and there were some external factors affecting the students’ ability to
perform or interact socially due to their participation in these WBLE programs. In the
current research, triangulation of data was analyzed in order to allow for the various
views on types and components of WBLE programs studied.
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The diversification of programs to match the individual needs of SWD continued
to be an imperative priority for districts in order to improve their outcomes. SWD have
varied abilities that needed to be addressed and these students often needed to explore
various programs in order to find the best experience. When districts had these varieties,
they were able to improve the students’ outcomes as the needs were better addressed. “As
Bellman et al. (2014) discussed in their qualitative case study, which was previously
discussed in the Types of Programs and Components section of the Review of Related
Literature, the outcome in providing a variety of programs to students with disabilities.
Students with disabilities reported increased motivation to work toward a career,
knowledge about careers and the workplace, job-related skills, ability to work with
supervisors and co-workers, and skills in self-advocating for accommodations (Bellman
et al., 2014). In addition, Bellman et al., (2014) reported in their findings the following
additional positive outcomes for SWD: understanding how organizations function;
increase in self-confidence; gain in marketable skills; greater independence; and ability
for self-determination. The expansion in programs for districts was imperative in
improving students' success. Those diversified programs allowed for a greater ability to
match the students’ needs to programs and in turn benefit student outcomes.
It was important to note that Welsh et al. (2014) specifically mentioned that it was
imperative WBLE programs needed to take place during school time and be directly
connected to academic instruction, as otherwise those experiences that took place outside
school time and were not connected to academics actually had negative outcomes. Welsh
et al. (2014) stated the School-to-Work Specific Programs that were outside the academic
time and instruction resulted in poorer academic performance and increased unhealthy
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school related behavior. He attributed this negative outcome to more time spent at work
instead of school related activities and studying, and that work was not connected and
had no relevance to academic skills and research-based practices (Welsh et al., 2014).
District needed to take note that the WBLE had to incorporate career readiness in order to
maintain a positive outcome for their students especially those with disabilities. The
programs also needed to be connected to academics at the school for optimum benefits.
The practice of career readiness was not known but came into play as districts
realized the importance of connecting the relevant career interests and skills in the
classroom to those in the WBLE, in order to increase student outcomes. Since 1985,
research had consistently indicated that students with disabilities who participated in
WBLE programs likely improved their post school outcomes (Cease-Cook et al., 2015).
The National Secondary Transition Technical Assistance Center (NSTTAC) in 2013
devised evidence-based in school predictors of postsecondary outcomes that could be
identified indicated the student was successful in their school to work experiences
(Cease-Cook et al., 2015). The following were the predictors identified by NSTTAC:
employment, postsecondary education, independent living, and student support.
According to Cease-Cook et al. (2015), when students learned various career options,
tried different work styles, discovered types of work they enjoy, discovered how they
learn in job settings, and they found out their natural supports they improved their postschool outcomes. The outcomes for SWD matched the NSTTAC predictors as they
developed adult supports, had a higher quality of life, increased their potential earnings,
increased their future learning, and had an increase in job employment rate (Cease-Cook
et al., 2015). Districts continued to learn the importance of implementing all the
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necessary components and solidified the practice of career exploration as part of the
WBLE.
Career academies, the one school reform initiative that emphasized the integration
of core academics and career and technical education content, was reported to have
various outcomes for those participants. The types of best practices implemented in the
Fletcher et al. (2018) study was discussed in the previous section. However, there were
benefits pointed out in this study that were relevant to support the current research.
According to Fletcher, et al. (2018), this initiative produced reduced dropout rates,
improved school attendance, higher academic course levels, and positive labor market
outcomes. The project-based learning approach, integrated throughout all the academic
areas, allowed the participating students to achieve a higher level of overall academic and
postsecondary success. The students were future ready, prepared to succeed, and become
productive citizens and this was a direct result of their participation in a WBLE that
stemmed from full integration of concepts, skills, and implementations across curriculum,
and work environments (Fletcher et al., 2018). According to the Partnership for 21st
Century Skills and the Secretary’s commission on Achieving Necessary Skills as
discussed by Fletcher et al. (2018) there were certain employability skills that students
needed that increased their success to transition from school into the workforce. The
outcome of the students that participated in these academically aligned programs with
these critical employability skills had the following benefits, which Fletcher et al. (2018)
discussed as: critical thinking, personal responsibility, and technological skills. The
critical thinking skills these students learned included creativity and problem solving
(Fletcher et al., 2018). The personal responsibility skills acquired by those that
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participated in the WBLE were responsibility, integrity, and self-management (Fletcher et
al., 2018). As a positive outcome, the students also acquired technological skills, which
included innovation ideas and the ability to gather information (Fletcher et al., 2018). The
combination of these employability skills solidified the ability of students to transition
and succeed in their postsecondary jobs and careers. SWD had many diversified needs
and increasing their ability to succeed postsecondary was imperative. Providing them
with as many skills as possible was essential to their long-term success. This initiative
allowed these skills to be emphasized and transferred from many environments helping
the SWD to reinforce extremely necessary employability skills.
Measuring student outcome was important in determining the effectiveness of
programs. In the case of WBLE, the outcomes were qualitative in nature. There were a
variety of WBLE implemented with different components and various practices that were
implemented by the districts. In addition, the diversified needs, abilities, interests, and
preferences of the SWD population further complicated the process. Various standards of
the necessary skills to measure success were presented by NSTTA as predictors of
postsecondary success and the Partnership for 21st Century Skills and the Secretary’s
commission on Achieving Necessary Skills as a set of employability skills. Several of the
researchers measured their outcomes based on these parameters and found that the
participation in the WBLE matched these predictors and skill sets. The positive outcomes
for the students resulted in increased benefits in transferable soft skills, career readiness,
and direct work-related skills. The outcome of students who participate in WBLE
programs needed to be monitored and analyzed in order for districts to determine the
success of their programs and to continue to develop as many programs and research
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based practices as needed. This was extremely important in order to optimize the needs
and success rates of all their students and especially those with diverse and different
abilities.
Conclusion
Work-based learning programs can have an influence on postsecondary outcomes
for high school students with disabilities. The major factors that had an effect on the
outcome were the following: variety of programs, practices related to the program
implementation, and procedures. The individualization of the programs and the
corresponding fit to the student’s abilities, interests, and preferences further impacted the
outcomes for this population. Throughout the research, it was seen that the plethora of
variables present affected the ability to accurately monitor the success of the outcomes
and the long-term results.
The rationale for this research indicated that a need for implementation of Work
Based Learning Experience program by school districts should be considered in response
to the low employment rates for those individuals with disabilities and governmental
initiatives. The outcome in the research discussed qualitative characteristics and were
individualized in nature. Benefits for students with disabilities ranged from personal
achievements such as an increase in self-advocacy to increases in task specific skills. The
outcome in these research situations were all positive and increased the students 21st
century employability skills. The overall quantitative measures were not discussed or
measured in the research provided. However, according to the Department of Labor
Statistics the numbers in 2017 for the people with disabilities employed was 18.7 percent
compared to those without disabilities who were at 65.7 percent (U.S. Bureau of Labor
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Statistics, 2018). It was important to note that these numbers actually decreased for those
with disabilities from 2009 when those employed with disabilities were reported by the
Department of Labor as being 19.2 percent (U.S. Bureau of Labor Statistics, 2010). These
numbers had no related explanation by the Bureau, however, the only notation made was
that these numbers for both years came from the Current Population Survey and related to
a specific sample of individuals, which increased throughout the years (U.S. Bureau of
Labor Statistics, 2010).
According to the research of this study, students were reported to have positive
qualitative outcomes. The outcomes were reported to be directly related to the plethora of
programs available to fit the individual needs of the students with disabilities. In addition,
the programs that corresponded with best practices were reported to have better positive
outcomes for students. The key factors were matching the curriculum to the WBLE
program and then to the individual abilities, interests, and preferences of the students.
The ultimate positive outcomes were in the area of increasing career awareness,
increasing transferable soft skills, increasing 21st century employability skills, and
developing and reinforcing direct work related skills. The likelihood of the direct
correlation between the participation in work-based learning programs, although reported
to increase employability, was not documented with quantitative data. Further research
into those participating in these well-developed research based programs and the
employability rates needed to be performed in order to support the full long-term benefits
to this specific population. The variability of the student’s abilities, the plethora of
programs, and the variety or practices surely provided a challenging research dilemma for
those involved in this endeavor. However, the current available positive outcome for
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special education students who participated in Work Based Learning Experience program
was highly encouraging. Districts needed to continue to provide these opportunities,
reflect upon the best practices, and monitor the outcomes that will ultimately improve
postsecondary outcomes for this population of students.
Relationship Between Prior Research and Present Study
The research reviewed discussed the types and components of WBLE programs,
relevant best practices, and the outcome for students, however, none of the research
directly discussed the topic of the present study, which was the impact for students with
disabilities based on a specific program type run by a district, with related practices, for
the special education population. One of the literature review study did provide some
evidence on the connections between WBLE programs and student outcome. Furco
(1996) discussed that there was a positive outcome for students participating in the
WBLE programs compared to those who did not participate. He further discussed that in
certain outcome domains, the male participants did achieve higher than the female
participants. However, Furco (1996) did not study the special education population
discussed in this particular study.
Benz et al. (1997), in his study did research on the school-to-work transition
process and its implications on the post-secondary outcome of both students with and
without disabilities. This particular study indicated that the types and components of
work-based and school-based learning experiences could have a positive student
outcome. One indication found in the Benz et al. (1997) study was that some groups of
students were more vulnerable to failure upon exiting high school regardless on the
school program. He pointed out that the outside of school experiences negatively
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impacted the long term outcome of the participating students (Benz et al., 1997) The
final outcome from the study presented that there was a positive connection between the
type of WBLE programs and the student outcomes. The Benz et al. (1997) study
compared the regular education population in this school to work program to the special
education population. This varied from this current study in that this research pertained to
the outcome of students with disabilities only and the differences between the various
program types.
Both the Benz et al. (1997) study and the Furco (1996) study provided a solid
foundation for the student outcome of WBLE experience programs. However, in both
these studies there were points that remained open for the further research of this study.
Both of these studies provided relevant background but their information was now over
23 years old, and its demographics were significantly different from the suburban high
school demographic area related to this study. Since 1997, there have been various
changes to the education system let alone WBLE programs related to special education
student in this demographic area. Although the research reviewed in this section
remained relevant to the study, its shortcoming lend itself to further research in this topic.
This study provided relevant research in WBLE programs run by a district, for the special
education population in a suburban high school outside a large metropolitan area, which
in turn improved student outcome for this population.

74

CHAPTER 3
Introduction
This chapter provides information about the methods and procedures for data
collection and analysis. This mixed methods case study provided stakeholders with an indepth study of a special education WBLE program analyzing both quantitative and
qualitative data. The research in this study could help guide stakeholders to implement
changes or create WBLE programs in their own districts.
Method and Procedures
An exploratory mixed methods case study design was used for this nonexperimental research in which qualitative and quantitative data were collected and
analyzed concurrently. According to Creswell and Plano Clark (2018), a mixed method
case study design was used when the researcher wants to provide in-depth evidence for a
case by collecting, analyzing, and integrating qualitative and quantitative data. In this
situation, an investigation and analysis was performed on a single case to determine the
components, best practices, and outcome of the WBLE program. The type of case study
method that was used to look at these practices was the intrinsic case study. Creswell and
Poth (2018) stated that this was the type of case study selected when there was a specific
focus on the case itself. The focus for this study was to evaluate the program and
determine best practices implemented, for the special education students, by analyzing
the existing data. This case represented students with disabilities in a suburban high
school located outside a large metropolitan city in the northeastern part of the United
States who participated and completed of their WBLE programs.
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Qualitative descriptive data were gathered examining the types and components
of WBLE programs from the various public school districts in the located in this
suburban region. Qualitative data were also gathered from the selected suburban school
based on purposeful sampling. According to Patton (1990), the power and logic of
utilizing purposive sampling was that it allowed for the selection of those subjects
providing the most information about the selected subject. When the informants were
selected using purposive sampling the researcher benefited by obtaining the best
information supplying content knowledge on the study (Patton, 1990). This qualitative
data examined the types and components of WBLE programs, best practices
implemented, and student with disabilities outcomes for this specific district used in this
case study. An embedded analysis was performed to determine the best practices of this
WBLE program. According to Creswell and Poth (2018), embedded analysis was the best
analysis method used to focus on a specific aspect of a case study. In addition,
quantitative data consisted of Employability Profile Performance Indicators from the
participating students with disabilities at this suburban high school based on the type of
program and years of participation. According to Creswell and Plano Clark (2018), the
reason for using both forms of data to was to develop an in-depth understanding of the
case with supportive information.
The purpose of this quantitative data was to explore the effects of type and
components of program (self-contained, integrated, 8:1:2) and years in program (one,
two) on student achievement of students participating in a Work Based Learning
Experience (WBLE) program in a suburban high school setting. The existence of Work
Based Learning Experience programs in a district became an integral part of a SWD’s
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educational program and the necessity for adequate preparation was a concern not only to
educators but also to those agencies that supported the educational institutions (Office of
Special Education and Rehabilitative Services United States Department of Education,
2017). Yet it was evident that there existed many unknowns in the successful
implementation of these programs and their effect on student outcomes. According to
Furco (1996) in his study, he determined that there was positive outcome for students
participating in the WBLE programs compared to those who did not participate. He
further discussed that in certain outcome domains males achieved higher than the
females. However, in his study he did not take into consideration the special education
population or years in the program, which this study looked at the special education
population and time of participation. In the study by Benz et al., (1997) the researchers
looked at the WBLE program student outcome of those who were classified special
education students compared to those who were not special education students. However,
the study did not take into consideration the conditions of the special education students
that affected their outcome including the years in the program. Considering that
implementing Work Based Learning Experiences at the high school level for SWD could
affect their ability to successfully transition from high school and attain postsecondary
success, this research took a look at the factors in a special education population,
participating in three types of WBLE programs with different components, and
determined if there were any effects based on program type and years in program. This
information could help lead to further research on the focus of these factors. In addition,
educators may be able to utilize this information to further enhance student outcomes.
Considering the Employability Profile was a universal document for districts this was an
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appropriate tool to analyze the outcome, as the procedure was transferable to other
districts.
Research Questions
Qualitative Research Questions:
1. What were the various types and components of Work-Based Learning
Experience programs available for special education students, in a suburban high
school outside a large metropolitan area, and specifically the indicated school
selected for this study?
2. What were the best practices of a Work-Based Learning Experience program, run
by a district, for special education students, in a suburban high school outside a
large metropolitan area?
Quantitative Research Question:
3.

To what extent did program type and years in program influence 12th grade
students’ WBLE final scores on their Employability Profile?

Hypotheses
Ho:

There will be no significant difference in the mean scores of the
Employability Profile Assessment based upon program type (selfcontained, integrated, 8:1:2).

H1:

There will be a significant difference in the mean scores of the
Employability Profile Assessment based upon special program type (selfcontained, integrated, 8:1:2).
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Ho:

There will be no significant difference in the mean scores of the
Employability Profile Assessment based upon years in program (one,
two).

H1:

There will be a significant difference in the mean scores of the
Employability Profile Assessment based upon years in program (one,
two).

Ho:

There will be no significant interaction effect between program type and
years in program.

H1:

There will be a significant interaction effect between program type and
years in program.

Mixed Methods Research Question:
4.

How did the qualitative and quantitative findings converge to provide an
enhanced case description?

Role of the Researcher
It was important that the researcher was aware of their role in the study.
According to Creswell and Poth (2018), it was imperative that the researcher had an
understanding of their own biases, life experiences, and values, and how this may affect
their research. In this case, the researcher’s life experiences as a child of immigrants has
led to a higher value of education, hard work, and independence as this individual
recognized that this was a key to a solid financial future. This researcher needed to
remain aware of this and not allow it to influence the perception of those working in the
program. The researcher’s experiences as a Career and Technical Education CTE teacher
influenced this individuals teaching philosophy. As a CTE teacher, the primary focus of
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instruction was on the Universal Foundation Skills to prepare students with the
employability skills, rather than the individual academic/job related skills. The researcher
could not assume all teachers have this similar philosophy and practice using the same
methods. Although the researcher was the districts Transition Coordinator, this individual
also held the position of Work Based Learning Experience Coordinator. In this position,
this person was the liaison with all the stakeholders and maintained the files with all
relevant data and information. This positon in the program placed the researcher with a
power bias that could sometimes affect the way others in the program responded or acted
during their interactions. As Banks (1998) discussed, the person in a leadership position
needed to be aware that although they considered themselves part of the group they were
not seen as such by the group. The researcher needed to recognize these biases and
address them as they could lead to biases in interpreting and reporting the data.
Self-awareness of the researcher’s role can help mitigate the bias situation in the
role of the researcher. According the Banks (1998), the type of researcher that fits this
role was indigenous outsider in that this individual had been socialized and had an
understanding of the research group but was considered by its members as an outsider.
As this type of researcher, there was a need to communicate clearly with the participants
that all the information was highly confidential and was only used to help contribute to
the educational community. The researcher needed to remain transparent throughout the
entire data collection process. As Yin (2017) discussed in order to properly eliminate the
bias, the researcher needed to be transparent and explicit. Creswell and Guetterman
(2019) suggested using language that was at an appropriate level of specificity. It was
important when reporting that language used that showed no opinion or bias. Creswell
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and Plano Clark (2018) suggested to mitigate bias the researcher should have rechecked
the information collected with the participants. This allowed for verification of the
information and could eliminate any biases in the reporting. Triangulation of data was
another way to mitigate the bias in this research. According to Bush (2007), by having
Triangulation of data, the reliability could be increased and the bias addressed. This
allowed for other sources of information to confirm the data. As Golafshani (2003)
discussed, it was important to eliminate bias through triangulation of data, which directly
connected to the trustworthiness, reliability, and validity in a qualitative study.
Ultimately, the role of the research was to provide objectivity and remain as unbiased as
possible during the entire research process. This allowed for a study that provided
accurate information that can be seen as both valid and reliable.
Research Design and Data Analysis
This study was a mixed methods case exploratory study design with
corresponding analysis, which evaluated the implementation and effectiveness of the
Work Based Learning Experience program for special education high school students.
Creswell and Guetterman (2019) explained that the rationale for using such an approach
was to gather qualitative date to explore a phenomenon and then to explain the
relationships found in the qualitative data with quantitative analysis. In this case, the
qualitative portion of the mixed method used was an ethnographic case study. According
to Creswell and Guetterman (2019) the primary characteristics of a case study was that it
was an in-depth exploration of a system that had been separated out for research in terms
either place, time, or any other such boundary and was also based on extensive data
collections methods. The region in which the quantitative data were gathered from
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consisted of participating high schools in a suburban area outside a large metropolitan
area. The particular case study analysis in this research focused on a WBLE program in
specific suburban high school outside a large metropolitan area
Data Collection
Archived data were collected from the following sources depending on the
qualitative or quantitative nature of the question:


Frontline Education IEP database



Infinite Campus database



District Curriculum Guided



District Work Based Learning Experience Manual



District Work Based Learning Experiences records and/or files



District teacher/professional staff records reports, and/or files



Work Based Learning Experience coordinator records, reports and/or files



Consultant observations/reports

The triangulation method of data collection was used in order to assure the
validity of the information. For each of the questions and hypothesis various sources of
data were collected to address the particular situation. These sources and methods were
specifically discussed in the procedure portion for each of the research questions and
hypotheses in order to address each component of the research.
Data Analysis
The data analysis method used in this study related to the specific mixed method
case study design utilized to address each of the questions or hypotheses. For the
qualitative data, the analysis method used was content analysis and narrative analysis.
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Content analysis was the method used to analyze information from documented
information (Gebreamlak et al., 2019). According to Gebreamlak et al. (2019), narrative
analysis was the method that a researcher used to analyze data that were from various
observational sources focused on individuals’ experiences in order to answer a particular
question. For the quantitative data, the analysis method used was both the descriptive
analysis and inferential analysis. Descriptive analysis, according to Gebreamlak et al.
(2019), was the method used to find absolute numbers to summarize variables and find
patterns. Inferential analysis was the method used to find relationships between multiple
variables in order to make predictions and generalize information (Gebreamlak et al.,
2019). The specific inferential data analysis method used in the study was the two-way
between subjects analysis of variance (ANOVA). According to Privitera (2018), the twoway between-groups analysis of variance (ANOVA) was an appropriate statistical
analysis to use since there were two independent categorical variables and a continuous
dependent variable.
The Population and Sample
Population
The population for this study comprised 12th grade special education students in a
suburban high school outside a large metropolitan area. The district had one high school;
however, they did send students to the local BOCES technical high school. Demographic
information for student enrollment and population as seen in Table 1 (New York State
Department of Education, 2019).
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Table 1
School District A Demographic Population Data
Demographic Information

Number

Percentage

Total Enrollment

2192

100%

Males

1155

53%

Females

1037

47%

9th Grade

513

23%

10th Grade

532

24%

11th Grade

553

25%

12th Grade

561

26%

Ungraded

28

1%

White

1792

82%

Black or African American

28

1%

Hispanic or Latino

139

6%

American Indian or Alaskan Native

1

0%

Asian or Native Hawaiian/Pacific Islander

191

9%

Multiracial

40

2%

Students with Disabilities

397

18%

English Language Learners

16

1%

Economically Disadvantaged

321

15%

Grade Breakdown

Ethnicity Breakdown

Other Groups
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Sample
The sample of this mini study was 67 special education students from a suburban
high school outside a large metropolitan area. These students were selected from the
Work Based Learning Experience program participation either in or through the district.
They participated in either the self-contained, integrated, or the 8:1:2 program through
the district based on their indicated programs on their Individual Education Programs
(IEP).
Table 2
School District A Sample Data
Type of Program

Number

Percentage

Integrated

25

37%

Self-contained

29

43%

8:1:2

13

20%

Years in Program

Number

Percentage

1

31

46%

2

36

54%

The only criteria for this sample population was participating and successfully
completing either the self-contained, integrated, or the 8:1:2 Work Based Learning
program. The students either participated in the program for one or two years. The years
in program depended their individual graduation path and program as indicated on their
IEPs. The sample in addition was selected from students who also had a recorded
Employability Profile Assessment on file (See Appendix C).
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Case Study Field Setting
This field setting was selected for the case study as it the best representative of the
WBLE program, which was involved in this research. As indicated on the methods
section, this was known as purposive sampling. Patton (1990) indicated that the logic and
power of this type of sampling would provide the best information on the topic studied.
Nineteen out of those 67 participated in district run WBLE programs. As previously
indicated those programs were supervised, run, managed, and assessed by districtemployed personnel. This district also reported having three types of district run WBLE
programs with different components. These programs were indicated to be either
available to the 8:1:2 population or the 15:1 self-contained population. The data for the
breakdown of the targeted case study group WBLE program participants can be seen in
Table 3.
Table 3
District Run SWD Work Based Learning Experiences (WBLE) Programs for Public
School District A Data 2018-2019
Type of Program

Number

Percentage

Exploratory WBLE Program

9

47%

Young Adult Program (YAP)

4

21%

WBLE Self-Contained Program

6

32%

Instruments
Qualitative Instruments Question 1
Archived data were used in order to collect information for the first part of
research question one, regarding the types and components of WBLE programs available
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in each of the suburban high schools outside a large metropolitan area. This question was
divided into two parts. The first part of the question utilized the results from the 20182019 Suffolk County Inter-Agency Transition Team (SCITT) survey on the types and
components of WBLE programs. This survey asked Suffolk County public school
district’s Transition Specialist to report on the information regarding their WBLE
programs. The survey was administered during one of the SCITTT live meetings, a
follow up reminder to the survey was sent via email to the Transition Specialist in the
Suffolk County New York region. The final information was compiled by the
administrators at SCITT and they reported the following information: the school name
(recoded A-P in order to eliminate personal information), WBLE program total
enrollment, School Run WBLE program enrollment, School Run WBLE program
number of opportunities, and School Run WBLE program types. The information
reported can be seen in Table 5.
Guidelines were provided to assist in answering the questions. The guideline for
answering whether a district had WBLE programs consisted of the following WBLE
programs as outlined by NYSED Career and Technical Education guidelines (2020): job
shadowing, community service/volunteering, career-focused research project, schoolbased enterprise, entrepreneurship, and community-based work program. The guideline
for the second question was whether the district or an outside entity ran the WBLE
program. WBLE programs in this suburban high school outside a large metropolitan were
typically run by the following three entities: the district, BOCES, or outside agency. The
basis for this question was that programs run by the district were controlled by the
district. These programs had administrators, faculty, and staff who had direct contact with
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the students. In addition, they controlled the curriculum and practices of the program.
Those that were run outside the district were controlled by that specific entity. The next
question asked the number of school-run WBLE program opportunities available to the
students. It was up to the district to provide the type of programs and components that
were available to the students in the district. These could range from any of those
indicated by NYSED Career and Technical Education guidelines (2020). Programs in
these guidelines could take place both in those programs run by the district and those run
by outside entities. The district could also have decided to implement WBLE based on
the program levels indicated on the Special Education continuum of services (New York
State Education Department, 2016). According to the regulations (2016), these programs
can be for set up for the following levels: integrated co-teaching, self-contained special
class 15:1 or the 8:1:2 special class population. Once again, it was imperative to note
those in district programs were the ones controlled by the district and were the focus of
this research study. The final question guidelines asked the districts to report on the type
of programs available to the students. The districts in this category typically reported
their School Based Enterprises vs. their Community Based Programs.
Validity of the Instrument. An instrument was considered valid if it accurately
was measuring the information that was intended to be researched. In a qualitative study,
Bush (2007) stated that validity was considered a criterion of integrity, and validity
indicated the accuracy and trustworthiness of the results. In this case, the Transition
Specialist was asked to answer questions based on school record data. The responses
were unbiased as they were simply factual information from a collection data source. The

88

instrument was intended to measure information on the number of types of WBLE
programs that were reported in district records and simply compiled by SCITT.
Reliability of the Instrument. An instrument was considered reliable if when the
instrument was used again it would produce identical or similar results. A questionnaire
was used in this case where expert individuals were using their school records to report
on specific questions asked. According to Bush (2007), if a questionnaire was used its
reliability lies in its ability to produce the same results each time. He further discussed
that the reliability of the instrument could be confirmed through comparing its findings
with other sources (Bush, 2007). Using the other sources backed up the information that
the Transition Specialist were reporting. This was connected to the concept of
triangulation, which was the use of several methods to collect identical data (Bush, 2007).
In this case, the Transition Specialist were reporting information on this survey that
corresponded to school records that were retained by the district and could be confirmed.
Another component of the reliability of this instrument was that the questions were
standardized for all individuals participating. Bush (2007) indicated that structure and
consistency of questions allowed all individuals to answer the same questions, which he
indicated verified the validity of the instrument’s administration procedure. In this case,
the same structured questions were provided to each of the experts allowing for the
consistency in administration of the instrument.
Qualitative Instruments Question 2 and Question 4
For the second and fourth question addressed in this research, regarding the best
practices and implemented and student outcomes in a WBLE program run by a district,
archived data were used from the 2018-2019 academic year. The data used included
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program information as compiled through the districts WBLE program and guided by the
New York State Education Department (2021) Work-Based Learning Manual. The data
included the following: teacher reports, student records, consultant observations/reports,
WBLE program coordinator observations/reports, curriculum guide, Action Plan
Documentation, and Employability Profile (See Appendix C) outcome. The guidelines
for the analysis of the structure of the program followed the recommended best practices
as outlined in the New York State Education Department (2021) Work-Based Learning
Manual. The following were listed as the essential components: structured program
(sequence of programs, certified teacher, advisory committee, support staff, appropriate
worksite placement, supervised on the job training, and appropriate documentation);
structured curriculum (connection to prior knowledge, multidisciplinary, school to work
connections, coordination of in-school and worksite components, related in-school
instruction); coordination and participation of stakeholders (student, parent, teacher,
support staff, administration, community members); and best practices for students with
disabilities (differentiation, zone of proximal development, scaffolding, social supports,
and compensatory strategies). The outcome components were the acquisition of the
employability skills, task skills, and employability placements of the students.
Trustworthiness
The researcher needed to evaluate the validity of the data, and in qualitative research this
was referred to as the trustworthiness of the data. According to Creswell and Poth (2018) the
participants could play a role in trustworthiness of the data by reviewing their answers, this was
referred to as member checking or participant feedback. This was achieved by providing the
opportunity to have all the participants review the information. All reports summited were shared
with the specific stakeholders that provided the information and opportunities to verify the
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information was provided in order to validate the accuracy of the information provided on the
forms. All the stakeholders indicated that the information they provided was accurate and
reflected the information provided on the various documents, reports, and interviews. Creswell
and Guetterman (2019) stated that this check of credibility was an indicator of internal validity.
Another indicator of the trustworthiness of this study was the transparency and revelation
of researcher bias. These biases were discussed in the Role of the Researcher section through the
researcher exploration and explanation in the role of indigenous outsider and power biases that
existed. According to Creswell and Guetterman (2019), the trustworthiness of the study was
validated through this form of confirmability. Having the researcher admit self-awareness
indicated that there was a self-check in the assumptions that were made during the collection and
analysis of the data.
Since this was a small sample, it was important to have a variety of experiences in a
variety of setting in order to provide another level of trustworthiness. In this case study through
purposeful sampling two of the sampling experiences were selected were considered outliers as
their experiences were not typical to the program. Miles et al. (2014) discusses that these outliers
could strengthen the analysis of the data. In this case study, the outliers were one participant
involved with the agency specific OPWDD ETP program and the other TA whose experiences
were in variant community setting due to out of district recommendations/influences. By having
these two outliers, this information reinforced the results on the best practices of the overall
WBLE program. If these two individuals still reported on the same criteria and their information
fit the overall common practices then the practices of the program could be seen as consistent. In
this case, as indicated by Miles et al. (2014), the trustworthiness of the study was validated and
the basic findings were strengthened by these outliers. Establishing trustworthiness was
imperative in this study as it provided validity to the data that were collected and established a
basis for the reliability of the findings.
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Quantitative Instruments Question 3
This study utilized the Student Progress and Employability Profile (See Appendix
C) as the instrument to measure the students’ outcome. This instrument was developed by
Western Suffolk BOCES: Wilson Tech Center and modeled after the New York State
Employability Profile. The New York State Employability Profile was available online to
all the districts as the original document or as a guide for a district to develop its own
document. Western Suffolk BOCES developed this document and utilized it to provide
its participating districts with a standardized assessment form (Kadamus, 2001). The
BOCES Employability Profile (See Appendix C) was completed for every students
participating in the CTE programs as its culminating exiting assessment.
Employability Profile. The Employability Profile was created by the New York
State Education Department in 2006 as a comprehensive framework for evaluating and
documenting the student’s attainment of work-related skills, universal foundation skills,
technical knowledge, endorsements, and licenses (New York State Education
\\Department, 2018). The intent of the document was to provide a connection between the
student’s career plan, individual goals, and achievement of the necessary skills.
According to the New York State Education Department (2014), the state provided
Employability Profile could be modified as long as it contained the following
components: employability skills and experiences; attainment of commencement level
CDOS learning standards; and where appropriate, attainment of technical knowledge and
work-related skills, work experiences, performance on industry-based assessments and
other work-related and academic achievements. As part of attaining a CDOS exiting
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credential or using the CDOS pathway to graduation a student must have on file at least
one Employability Profile (See Appendix C) within his/her last year of graduation.
Performance Indicators. The state provided Employability Profile contained 17
performance indicators that corresponded with the New York State Career Development
and Occupational Studies commencement credentials. The following were the 17 areas:
attendance, punctuality, workplace appearance, takes initiative, quality of work,
knowledge of workplace, response to supervision, communication skills, problem
solving, cooperation, resolve conflicts, observe critically, take responsibility for learning,
reads with understanding, solves problems using math, health and safety, and technology
use. As indicated by NYSED (2014), the Employability Profile could be modified. The
Employability Profile implemented by the district in this study was modified and
implemented by Wilson Tech BOCES (See Appendix C). This document contained the
following 10 performance indicators:
● Responsibility: Prepared and ready to learn
● Work Ethic/Professionalism: Demonstrated positive work habits by completing
assigned tasks on time as instructed. Regularly demonstrated and maintained a
clean, safe, and productive environment. Dress, personal hygiene and behavior
were appropriate.
● Interpersonal Skills: Demonstrated positive interaction skills with peers and
teachers. Responded appropriately, when others initiate conversations.
● Teamwork: Worked cooperatively with others. Was willing to help and asked for
help.
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● Response to Supervision: Responded positively to supervision; could accept
constructive feedback and adapted to change positively.
● Problem Solving: Regularly explored options and considered alternatives when
solving problems independently
● Time Management: Met assigned deadlines. Managed tasks and projects with
minimal supervision and on time.
● General Work Place Technology Skills: Demonstrated the proper usage of
information technology with minimal support and showed continual growth.
● Technical Language Skills - Oral Communication: consistently spoke clearly and
effectively. Demonstrated an understanding of audience. Expressed concepts well.
● Technical Language Skills - Reading/Written: Demonstrated entry-level literacy
skills. Comprehended written materials including work-related documents. Wrote
clearly at grade level.
Rating Scale. Each of the 10 performance indicators were scored on a scale of
one to four. The following was the rating scale used in this Employability Profile:
● 4 Outstanding: Demonstrated mastery level skills required of an entry-level
position.
● 3 Proficient: Consistently demonstrated skills required of an entry-level position.
● 2 Developing: Demonstrated some skills required of an entry-level position.
● 1 Needs Improvement: Had yet to demonstrate skills required of an entry-level
position.
In this statistical analysis, an average of the 10 performance indicators was used for each
of the students.
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In this district, the students participated in a variety of Work Based Learning
Experience Programs. The district provided the students with the opportunity to enroll in
either the New York State registered Career Exploration Internship Program (CEIP) or its
CDOS non-registered Work Based Learning Experience programs. Students had
experiences tailored to their level of abilities and related to the preferences and interests.
The availability of the WBLE opportunities were connected with the community
organizations and businesses as well as in-house project based tasks. All students
attending Wilson Tech BOCES were fulfilling additional hours of WBLE through their
CTE programs. Wilson Tech BOCES provided all students participating in the CTE
programs with an Employability Profile (See Appendix C) that officially records their
performance outcomes. Those students not participating in a CTE WBLE program were
provided with the Employability Profile (See Appendix C) in order to fulfill the NY State
CDOS requirement. Their field supervisors and/or teacher of records, for their particular
WBLE programs, completed these profiles.
The instrument used to in this statistical analysis was the Wilson Tech BOCES
modified Employability Profile. This instrument was archived data completed by Career
and Technical Education Instructors of the corresponding programs for each of the
students in the sample. These data were stored in the district files for each student and
was part of their permanent records. The Employability Profile (See Appendix C) was
accessed through the Document Repository for each student through Frontline Education
formerly IEP Direct. The data were a requirement for the CDOS exiting credential and
for the CDOS pathway to graduation.
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Validity of the Instrumentation. Specific studies on the validity of the
Employability Profile were not available. However, the New York State Education
Department (2014) specifically indicated to validate the scores on this document there
should exist additional documents on the skills assessed. The documents to validate the
student attainment of technical knowledge and work-related skills included but were not
be limited to the following: additional assessments, employer reviews, teacher reviews,
performance evaluations, observations, and student reflections. These documents
validated the work based learning standards and expectations, skills and strategies learned
in the program, CDOS learning standards, and the attainment of the universal foundation
and work readiness skills.
In order to further validate that the criteria measured on the Employability Profile
(See Appendix C) and that the CDOS Commencement Credential was awarded
appropriately the school principal was responsible for the verification process (New York
State Education Department, 2014). The district needed to retain evidence that the student
had the following: engaged in the career planning process, successfully completed
relevant instructional and work-based learning activities, met the commencement level
CDOS Learning Standards and had at least one employability profile. The Employability
Profile (See Appendix C) had to be reviewed by the student and teacher and then signed
by the individual completing the form to assure authenticity and validation.
Reliability of the Instrumentation. This instrument was considered reliably in
that it was performing a consistent report on the outcomes. This was evidenced in the
objective scoring of the Employability Profile. The individuals were participating in the
WBLE and yet were independently scored by their CTE instructors at Wilson Tech on the
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different performance indicators. According the Wilson Tech (2020) guidelines, the
Employability Profiles were utilized to evaluate students’ universal soft skills and workbased technical skills. Their ratings were objective on the performance indicators as they
were not the field supervisors for the program. In addition, the Employability Profile
were considered to have Inter-rater reliability in that there were different people rating
the students with the same test. When the Employability Profiles return to the students’
Case Managers these individuals reviewed them and could verify the scores on the
consistency based on their own observations and assessments on the WBLE program
sites.
Mixed Method Instruments Question 4
For the fourth research question addressed in this research, regarding special
education student outcomes, the instruments used were the same as Qualitative Question
2 and Quantitative Question 3. These triangulated data sources were compiled and
relevant data were extracted to analyze for common themes. The source for the common
data was the various components of the New York State Employability Profile form. The
only other component to this question 4 instrument was the employability outcome
qualitative data as reported by the various sources of documents used for question 2.
Trustworthiness/Reliability/Validity. Question 4 was an analysis of mixed
methods questions that combined instruments from qualitative question 2 and quantitative
question 3. Considering there was no new or additional instruments used for question 4
the trustworthiness/reliability/validity of the instrument was the same as recorded for
those instruments.
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Procedures for Collecting Data
The procedures followed in this research were characteristic of a mixed methods
case study design. In this particular research, the setting for the qualitative portion of the
mixed method case study was a suburban high school outside a large metropolitan area,
and a related community setting designated by the WBLE program. In the qualitative
portion, investigators in this type of study sustained contact with the subjects in their
particular settings that were presented in the research (Bogdan & Biklen, 2016). As
Bogdan and Biklen (2016) defined, a qualitative research included observations as well
as in-depth interviews that used both structured and open-ended flexible questioning that
adapted to the interview process. As part of the qualitative study definition provided by
Bogdan and Biklen (2016), the researcher may utilize archival data. According to Leedy
and Ormrod (2010), the qualitative research process had multiple approaches and studied
complex phenomena occurring in authentic real world settings.
Qualitative Procedure
Question 1. This study was a singular case study as it studied a specific program.
The following outlined the procedures of the qualitative portion of the mixed methods
case study. The suburban high schools WBLE program participation data were obtained
through archived information compiled by Suffolk County Interagency Transition Team
(SCITT). Qualitative data were collected from a public high school in a district in Long
Island, New York regarding their specific program. First, the researcher collected data on
the various types of WBLE programs available at the district by using an archived data
obtained from their WBLE program files. The information on the programs was compiled
using references, reports, and files from the various Work Based Learning Experience
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program teachers in the district. The archived data stated the various programs that they
had available in the district and in that their students participated. The data on these types
of programs were analyzed and categorized into the various types and components of
WBLE programs.
Question 2. The researcher collected data on the practices used in the WBLE
programs, by utilizing archived data from the following sources: teacher/professional
staff, WBLE coordinator, and consultant observations/reports. Once the information was
compiled, and various sources were verified, the documents downloaded into Dedoose.
Dedoose was a web based cross platform application that was used to analyze qualitative
or mixed methods data. After the documents were downloaded, the first list of codes were
added to Dedoose. These initial codes were developed based on the research question,
prior knowledge of the topic, related research, and the theoretical/conceptual framework
(Miles et al. 2014). These initial round of codes consisted of the following categories:
special education best practices, employability skills, WBLE program qualities/best
practices, and outcomes. The codes used on the initial round were the following:
Differentiation, Zone of Proximal Development (ZPD), Scaffolding of Tasks, Social
Supports, Peer Support, Compensatory Strategies, Universal Foundation Skills (UFS),
Time Management, Communication Skills, Organization of Work Space, Social Skills,
Work-related Tasks/Curriculum, Staff Credentials, Advisory System, Placement, Student
Outcomes, Future Employability, and Program Improvement.
As patterns began to emerge and common phrases were seen a second round of
codes were constructed. These were in vivo codes, which according to Miles et al. (2014)
were the quotes from the respondents that emphasize a point made related to the themes
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and concepts of the research. In vivo codes were added as child codes to the
corresponding parent codes of all the areas but the following: Outcomes, Future
Employment, and Improvement. These areas did not have in vivo child codes, as they
were relevant to the overall information of the program but did not address the research
question. In order to create the matrices and further analyze the data, descriptors were
added to Dedoose. These descriptors were selected once again based on the research
question, knowledge of the topic, related research, and the theoretical/conceptual
framework. The descriptors were also selected based on the emergence of patterns and to
further analyze the data. The following were the descriptors added into Dedoose: Data
Type (the type of document), ID (the stakeholder/s identifier of the source), WBLE
program (the program type), Primary Site (the main location referenced in the answers),
and Years (the students referenced in the answers). Once this information was crossreferenced, certain themes and concepts began to emerge, through the use of counting,
clustering, and making conceptual/theoretical coherence (Creswell & Poth, 2018).
According to Creswell and Poth (2018), this was known as categorical aggregation,
which was when the researcher sees a pattern emerging from the collection of data. The
themes were connected back to common authentic in vivo references and theories related
to this topic. The data collected and the entire process described in this section
contributed to the themes and concepts presented in the findings, discussion, and
conclusion sections of this study.
Question 3. The final step in the procedure for this research was to collect the
qualitative data on the student outcomes. For this portion of the case study, the following
sources of archived data/observations and reports were utilized: teacher/professional
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staff, WBLE coordinator, and consultant observations/reports. Student archived progress
reports and outcome data were utilized to further address this question. Data were also
collected using the Employability Profile (See Appendix C) to determine the level of
Universal Foundation Skills attained by the students. The data from the Employability
Profile were used to refute or corroborate the data collected from the observations and
teacher interviews. The archived data were obtained from the document repository
located in the Frontline Education database. The researcher followed the same procedures
outlined for data analysis on question 2 stated in the prior section, using Dedoose to
develop themes.
Quantitative Procedure
In the quantitative portion, data were gathered and analyzed for the participating
suburban high school outside a large metropolitan area. This particular school was
selected as it yielded the largest WBLE population combined with the varied span of
continuum of WBLE programs. The intended method for the sample selection in this
particular research was the purposeful sampling method. In purposive sampling, the
people or units were chosen for a specific purpose (Ianni, 2010). According to Patton
(1990) the power and logic of utilizing purposive sampling was that it allowed for the
selection of those subjects that would provide the most information about the subject that
were being studied. When the informants was selected using purposive sampling the
researcher benefited by obtaining the best information supplying content knowledge on
the study (Patton, 1990). This research study included these types of approaches in both
the individuals’ settings and using archival data from these WBLE programs.
As previously stated the quantitative analysis was performed to elaborate on the
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qualitative data. The following were questions and hypotheses that were studied: To what
extent does program type and years in program influence 12th grade students WBLE final
scores on their Employability Profile.
Ho:

There will be no significant difference in the mean scores of the
Employability Profile Assessment based upon program type (selfcontained, integrated, 8:1:2).

H1:

There will be a significant difference in the mean scores of the
Employability Profile Assessment based upon special program type (selfcontained, integrated, 8:1:2).

Ho:

There will be no significant difference in the mean scores of the
Employability Profile Assessment based upon years in program (one,
two).

H1:

There will be a significant difference in the mean scores of the
Employability Profile Assessment based upon years in program (one,
two).

Ho:

There will be no significant interaction effect between program type and
years in program.

H1:

There will be a significant interaction effect between program type and
years in program.

In performing this statistical analysis the following were the Independent
Variables: program type (3 levels: self-contained, integrated, 8:1:2) (Qualitative)
(Attribute) (Between) and years in program (2 levels: one, two) (Qualitative) (Attribute)
(Between). The following was the Dependent Variable: Student achievement on the
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Employability profile (See Appendix C) (Operational Definitions: The culminating
document was established by New York State Department of Education to indicate and
report on the outcome of a student involved in Work Based Learning Experience
programs. The average of 10 different performance indicators, that were scored on a scale
from 1-4. A score of one was the lowest and a score of four was the highest).
In this district, the students participated in a variety of Work Based Learning
Experience Programs. The district provided the students with the opportunity to enroll in
either the New York State registered Career Exploration Internship Program (CEIP) or its
CDOS non-registered Work Based Learning Experience programs. Students had
experiences tailored to their level of abilities and related to the preferences and interests.
The availability of the WBLE opportunities were connected with the community
organizations and businesses as well as in-house project based tasks. All students
attending Wilson Tech BOCES were also fulfilling additional hours of WBLE through
their CTE programs. Wilson Tech BOCES provided all students participating in the CTE
programs with an Employability Profile (See Appendix C) that officially recorded their
performance outcomes. Those students who did not participate in a CTE WBLE program
were provided with the Employability Profile (See Appendix C) in order to fulfill the NY
State CDOS requirement. Their field supervisors and/or teacher of records, for their
WBLE programs, completed these profiles. The Employability Profiles were then
archived in the Document Repository of Frontline Education.
The sample for the quantitative portion of the study consisted of those special
education students participating in the self-contained, integrated, and 8:1:2 programs in
the WBLE continuum. This was archived data existing data from these district programs.
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This data were accessed via the students Document Repository located in Frontline
Education formerly IEP Direct.
The Employability Profile (See Appendix C) had 10 performance indicators,
which included the following: Responsibility, Work Ethic/Professionalism, Interpersonal
Skills, Teamwork, Response to Supervision, Problem Solving, Time Management,
General Work Place Technology Skills, Technical Language Skills Oral, and Technical
Language Skills Reading/Written. Each of the indicators received a score ranging from 14. The average of these indicator scores was calculated to arrive at an average for the
student performance outcome score.
Data Collection. The data were located in the Document Repository of Frontline
Education. It was also archived in the students’ personal files. Only information related to
student outcome scores were retrieved. No personal data, such as names, addresses,
phone numbers, or email addressed were collected to preserve anonymity. Information
was collected on a Microsoft Excel Spreadsheet. The identifier was 1 for the male
students and 2 for the female students. The identifier for the in house was 1 and the
community was 2. The average Employability Profile (See Appendix C) student outcome
score ranged between 0-4, and was calculated by EXCEL. Values were determined to
match, so there was no error in the transfer of the information. Afterwards, the Excel
document was transferred to SPSS, and once again, data were checked for accuracy.
Data Analysis. This was a quasi-experiment as one of the IV, the type of
program, was considered active. The other characteristic, which made it a quasiexperimental, was random assignment of subjects. The subjects were not randomly
assigned as they had specific criteria to participate in each of the program types. SPSS
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statistical software was used to analyze the data. A two way ANOVA was run to
determine if there were any significant difference in the mean score on the Employability
Profile (See Appendix C) between program type and years in program. The rationale for
using a two-way between-groups analysis of variance (ANOVA) was that it was an
appropriate statistical analysis to use since there were three independent categorical
variables and a continuous dependent variable (Privitera, 2018).
Quantitative Method. The sample of this mini study was (n = 67) special
education students from a suburban high school outside a large metropolitan area. These
students were selected from the student participating in the Work Based Learning
Experience program at this school. They participated in either the self-contained,
integrated, or 8:1:2 program through the district. The only criteria for this sample
population was participating and successfully completing the Work Based Learning
program for the entire academic year. The sample was selected from students who also
had a recorded Employability Profile Assessment in the Document Repository (See
Appendix C).
The instrument used to measure the outcome was the Wilson Tech BOCES
modified Employability Profile. Wilson Tech BOCES provided all students participating
in the CTE programs with an Employability Profile (See Appendix C) that officially
recorded their performance outcomes. Those students not participating in a CTE WBLE
program were provided with the Employability Profile (See Appendix C) in order to
fulfill the NY State CDOS requirement. Their field supervisors and/or teacher of records
for their WBLE programs completed these profiles. This instrument was archived data
completed by Career and Technical Education Instructors of the corresponding programs
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for each of the students in the sample. The data were stored in the district files for each
student and was part of their permanent records. The Employability Profile (See
Appendix C) was accessed through the Document Repository for each student through
Frontline Education formerly IEP Direct. The data were requirement for the CDOS
exiting credential and for the CDOS pathway to graduation (DiLorenzo, 2013). The
Employability Profile (See Appendix C) was used as the culminating exiting assessment
document for those students obtaining Skills and Achievement Exiting Credential. The
data did not contain any personal information indicating any specific student. All
information indicated on the form that was related to personal information remained
anonymous and confidential.
The Employability Profile (See Appendix C) implemented by the district in this
study was modified and implemented by Wilson Tech BOCES and uniformly used by the
Commack School District for those students not attending any WT program or assessed
by any WT personnel. This document contained the following 10 performance indicators:
Responsibility, Work Ethic/Professionalism, Interpersonal Skills, Teamwork, Response
to Supervision, Problem Solving, Time Management, General Work Place Technology
Skills, Technical Language Skills, and Technical Language Skills. Each of the 10
performance indicators were scored on a scale of one to four. The following was the
rating scale used in this Employability Profile:
● 4 Outstanding: Demonstrated mastery level skills required of an entry-level
position.
● 3 Proficient: Consistently demonstrated skills required of an entry-level position.
● 2 Developing: Demonstrated some skills required of an entry-level position.
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● 1 Needs Improvement: Had yet to demonstrate skills required of an entry-level
position.
In this statistical analysis, an average of the 10 performance indicators was used for each
of the students.
Research Ethics
Throughout the entire process, ethical issues were highly considered in order to
protect the integrity of the study and all the stakeholders. The first step in this process
was to seek approval from St. John's University Institutional Review Board (IRB). All
IRB conditions were satisfied before any data were collected or analyzed. Once IRB
approval and conditions was satisfied, the research began (See Appendix A). Prior to
accessing the district data, permission was obtained from the appropriate district
personnel and confidentiality of the process was thoroughly ensured (See Appendix B).
As Miles et al. (2014) ensuring the privacy, confidentiality, and anonymity of the
stakeholders allows for trust and honestly in the data reported, which provided another
layer of reliability and validity. After the data were obtained, all identifying information
on the documents was redacted in order to ensure the information was ethical. Random
initials were chosen as identifiers for the purpose of organizing and referencing the
information. All documents were then entered into Dedoose which was a cross-platform
cloud based application used to store, organize, and analyze data. The information in this
application was password encrypted for security and accessed through a password locked
computer. This allows for a dual layer of information protection. According to Creswell
and Poth (2018) ethical considerations in collecting, processing, storing, and analyzing
the data needed to be a priority throughout the entire process.
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Conclusion
This current mixed methods exploratory case study purpose was to determine the
types and components, best practices, student outcomes of special education students in
WBLE programs. The research setting was a public high school in a suburban district
outside a large metropolitan area. The case study analysis consisted of three special
education WBLE programs run by a district for students in self-contained or life skills
IEP designated programs. Qualitative data from multiple sources were analyzed using
Dedoose and quantitative from the Employability Profile was analyzed using SPSS. The
data were analyzed and converged in order to provide findings to address the research
questions in line with the conceptual framework of the study.
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CHAPTER 4
Introduction
This chapter presents the findings from the data obtained and discusses the themes
that emerged from contributing stakeholders involved in the WBLE program. The
purpose of this mixed methods case study was to further understand the types and
components, the best practices, and student outcomes of a WBLE program for special
education students. This study utilized existing archived qualitative and quantitative data
from a public high school located in a suburban area. The study was designed to inform
educational leadership of the complexity involved in such a well-established program.
This mixed case study provided information regarding the types and components
of work based learning experiences exiting in established programs. Additionally, the
exiting qualitative data revealed the best practices utilized in the selected school district.
The triangulation of qualitative data revealed the following five overarching themes:
training, collaboration, and administrative guidance supported the Job Coaches role;
differentiation was a function of placement and tasks; observations and scaffolding
helped develop skills, social supports facilitates the learning process; and job placement
played a significant role in job skill and UFS development. The quantitative data
provided an objective analysis of the students’ outcome that was transferable to other
setting. The qualitative and quantitative findings converged to provide an enhanced case
description that solidified the student outcome findings. This chapter concludes with a
discussion of the findings according to the research questions that guided this study.
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Results/Findings
The results discussed for this mixed methods exploratory sequential design
research study was divided into each research question and hypotheses. The questions
addressed followed a qualitative portion of the mixed methods case study of a suburban
high school outside a large metropolitan area, and a related community setting designated
by the WBLE program. The hypotheses tested followed a quantitative descriptive
analysis and inferential analysis using a two-way analysis of variance statistical method.
Qualitative Research Question 1
What were the various types and components of Work-Based Learning
Experience programs available for special education students, in a suburban high school
outside a large metropolitan area, and specifically the indicated school selected for this
study?
This question was actually analyzed in two parts. The first part of the question
reported the results from the 2018-2019 Suffolk County Inter-Agency Transition Team
survey on the types of WBLE programs. This survey asked suburban high schools,
outside a large metropolitan area, district’s Transition Specialist to report on the
information regarding their WBLE programs. The final information compiled and
reported the components of the program, which included the following: total participants
in the WBLE program in their district, the total participating in school run programs, the
number of types of school run programs, and a listing of the School Based Enterprises.
Documentation, corresponding to the district’s WBLE manual forms, on the program was
available through the database for the WBLE program and utilized for the research. The
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information reported can be seen in Table 4. The personal information indicators were
coded from school names to A-P.
Table 4
Work Based Learning Experience (WBLE) Program Types for Participating Districts Data
2018-2019
School

WBLE Program School Run
Total
WBLE program
Enrollment*
Enrollment**

School Run
WBLE program
Number of
opportunities***

School Run WBLE program
Types****

A

67

19

3

(8:1:2 Special Class Exploratory
Program, 8:1:2 Special Class
Young Adult Program WBLE ,
15:1 Self-Contained WBLE) All
Star Café, Office Skills,
Horticulture/Farmers Market,
Cafeteria, Special Events,
Community)

B

19

7

2

(15:1, 8:1:2)Cafe, Office, School
Store,
Community Based Programs

C

25

5

1

(15:1) Dog Biscuit Business, Sign
Business, Office Skills, Personal
Shopper, Coffee Shop, Gardening,
Food Pantry, Community Based
Programs

D

9

0

0

n/a

E

4

0

0

n/a

F

6

0

0

n/a

G

33

33

1

(8:1:2)Office Work, Floral
Arrangements, Catering, Laundry
for Charity, T-shirt Graphic
Design,

H

30

30

1

(Integrated) Cosmetology/Culinary

I

27

10

1

(15:1) Cafeteria Kitchen,
Maintenance, Grounds,
Classrooms Aides

J

5

0

0

n/a

K

16

0

0

n/a
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18

L

School

16

1

(8:1:2) School Store, Greenhouse,
Cafe, Office, Community Based
Programs

WBLE Program School Run WBLE Number of School Run
School Run WBLE program
Total Enrollment*program Enrollment**
WBLE programs ***
Types****

M

29

0

0

n/a

N

20

12

1

(8:1:2) School store

O

6

6

1

(15:1) General Office Work,
Recycling, Coffee Service, Plants
Care, Laundry

P

15

15

2

(8:1:2, 15:1) Cafe, School Store,
Guidance Aide, Community Based
Programs

16 schools self-reported on this data.
Guidelines:
* WBLE ProgramTotal Enrollment was defined as the total amount of students participating in a WBLE in
your district.
** School Run WBLE program Enrollment was defined as the number of students receiving instruction from
the district and participating in a WBLE program that was run by the district.
***Number of School Run WBLE programs was defined as the number of types of programs available in your
district based the student’s program level as designated on their IEP.
**** School Run WBLE program Types was defined as the type of program available to the students.
NOTE:
15:1 denotes self-contained students “whose special education needs consist primarily of the need for specialized
instruction” (Students with Disabilities Regulations of the Commissioner of Education Part 200 and Part 201
Special Education, 2016, p. 107).
8:1:2 denotes “special classes containing students whose management needs were determined to be intensive, and
requiring a significant degree of individualized attention and intervention” (Students with Disabilities Regulations
of the Commissioner of Education Part 200 and Part 201 Special Education, 2016, p. 112).

The second part of the question reported the results from the program information
data as were obtained from archived school records for school District A (see Table 5).
School District A was selected for the case study as it was the best representative of the
population, which was involved in this research. As indicated on the methods section, this
was known as purposive sampling. Patton (1990) indicated that the logic and power of
this type of sampling would provide the best information on the topic studied. This

112

information was verified through the WBLE database, Infinite Campus class schedule
data, and the Frontline Education IEP direct information.
(see Table 5).
Table 5
Work Based Learning Experiences (WBLE) Programs Components for Public School
District A Data 2018-2019
Program
Type

Enrollment*

Exploratory
WBLE
Program

9

Young
Adult
Program

4

School Run Participant Criteria***
WBLE
program**
Yes
 8:1:2 Program or
15:1 Program
student with
truncated schedule
 1st WBLE
 1 year School Based
Pre-employment
WBLE
 Recommendation of
Case Manager
 Approved by CSE
Yes







WBLE
SelfContained
Program

6

Yes
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4 years of high
school
8:1:2 student
Alternated Assessed
Participated in a
WBLE for at least 2
years
Recommendation of
Case Manager
Approved by CSE
Self-contained
program IEP student
or mixed selfcontained and
integrated program if
beyond the 12th year.
Completed 4 years
of HS or/Completed
3 years of HS and
truncated schedule
Diploma, CDOS
credential candidate
in 15:1 program, or
Alternate Assessed
participating in selfcontained program

Program
Components****
















8:1:2 Special
Class
Exploratory
Program
2 hour
community
integration
program
(Restaurant,
Retail, Office)
1 hour in class
instruction
8:1:2 Special
Class Young
Adult Program
3 ½ hour
community
integration
program
1 hour in class
instruction
15:1 Special
Class Work
Based
Learning
Community
Integrated
Program
3 hour
community
integrated
program
Integrated in
class
instruction


WBLE
Integrated
program

48

No









Recommendation of
Case Manager
Approved by CSE
Integrated program
Diploma Candidate
WT in school
committee approval
Participation in WT
program
Participation in WT
related WBLE hours
Recommendation of
Case Manager
Approved by CSE





Integrated
students
3 hour WT
program
Integrated in
class
instruction

GUIDELINES:
* WBLE ProgramTotal Enrollment was defined as the total amount of students participating and completing
the WBLE
** School Run WBLE program was defined as those programs that were supervised and run by the district
employees.
***Participation Criteria was defined as the requirements necessary to participate in the specific WBLE
program provided by the district.
**** Program Components was defined as the information defining the population participating,
hours of participation, and curriculum instruction integration components of the WBLE program.
NOTES:
15:1 denotes self-contained students “whose special education needs consist primarily of the need for specialized
instruction” (Students with Disabilities Regulations of the Commissioner of Education Part 200 and Part 201
Special Education, 2016, p. 107).
8:1:2 denotes “special classes containing students whose management needs were determined to be intensive, and
requiring a significant degree of individualized attention and intervention” (Students with Disabilities Regulations
of the Commissioner of Education Part 200 and Part 201 Special Education, 2016, p. 112).

Qualitative Research Question 2
What were the best practices of a Work-Based Learning Experience program, run
by a district, for special education students, in a suburban high school outside a large
metropolitan area?
The purpose of the case study was to determine the best practices implemented in
a Work-Based Learning Experience (WBLE) program, run by a district, for special
education students, in a suburban high school outside a large metropolitan area. Overall,
the information from the various resources indicated that there existed a positive culture
and attitude regarding the purpose and benefits for the students in program. The findings
indicated that there existed some major themes in WBLE program best practices, special
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education pedagogical best practices, and the intersection of both these practices. The
following were the five major themes and concepts that emerged: a) training,
collaboration, and administrative guidance supports Job Coaches role; b) differentiation
was a function of placement and tasks; c) observations and scaffolding help develop
skills; d) social supports facilitates the learning process; e.) job placement plays a
significant role in job and Universal Foundation Skills (UFS) development. Each of these
findings were discussed further based on the perspectives provided by the stakeholders,
who represented participation in all the three WBLE programs.
Training, collaboration, and administrative guidance supported the Job Coaches role
The various data resources indicated that appropriate training for the Teachers
Assistant/Job coach role, collaboration between the TAs, and guidance from
administrators were all considered best practices and essential components of a welldeveloped WBLE program. The data indicated that all of the TAs and 1:1 aides had
received job coach training through the Vocational Rehabilitation center except for one
individual. TA BD indicated that she did not receive this training as she started as a 1:1
and was temporarily placed as a TA/JC. This TA expressed that although she had life
experience that helped with job coaching the students in this program she felt she lacked
skills from the official job coach training and certification. TA BD specifically stated:
I think I should have had the job coach training that everyone else had at
Northwell Health. Having the same training would be beneficial. I know they
really needed me and that the training was not available. I have a lot of job skills
since I worked since I was really young. But sometimes I feel like others have
skills I do not have because I was not trained.
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This TA without the training relied on her life experiences but had no job coaching skill
training and she acknowledge this as a deficit in her job abilities. It was important to note
from the Administrator JM, that this practice was only done on a temporary basis in order
to keep the student with the particular familiar adult that could address the students’
individual educational needs. The WBLE Coordinator further indicated that all the TA
and 1:1 aides were trained once a year, and that best practices call for JC training with a
certified Vocational Rehabilitation Counselor.
The TAs indicated in their responses that they felt the importance of colleagues
support facilitated their ability to perform their jobs. This support was twofold in that it
helped them with coaching the students and provided encouragement with their
performance. TA DB, who did not have the formal job coach training through Vocational
Rehabilitation center, specifically indicated that these supports were crucial in doing her
job. She reflected on the support of her colleagues not only helping her learn the job but
on a daily basis. TA BD stated:
We worked all together. In the beginning, the TAs guided me on the tasks and
building the skills. They helped me develop the skills and they helped me when
the kids had melted down. We work together all the time. We switch off on
teaching them what to do. They give me a lot of ideas on how to do the tasks
when the kids have a hard time.
Even the TAs and 1:1 who had the training greatly benefited from the support of their
colleagues. TA IM who had formal job coach training indicated:
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In the beginning, they gave me a lot of background. We all jump in with helping
each other. We are all hands on deck. We are very supportive of each other and
communicate on an ongoing basis.
These supports of colleagues formed a network of collaboration that the TAs stated
facilitated the learning in the WBLE.
All of the TAs and 1:1 aides in all the setting emphasized the support that was
provided to them by supervisory staff including the teachers and administration. They all
indicated that they appreciated the feedback and support that these individuals gave them
and that it facilitated their ability to do their jobs. This was especially expressed by TA
RM who works at the WBLE program community site with no other colleagues. TA RM
stated:
I get visits from the teachers on a weekly basis and they are very helpful and
supportive. We review the tasks that he is working on and any help that he needs.
The teachers sometimes provide their own feedback and works with the student
directly. Sometimes the teacher provides some feedback on different ways to do
the tasks. The WBLE coordinator pops in at least twice a quarter to check in and
fill out her reports. She will go over all these things you have just asked and will
also provide support on anything that I may need. The WBLE coordinator also
works with his Behavior Consultant who sometimes comes in too. She provides
support.
In this case study, the TAs and 1:1 aides indicated that having the formal job coach
training, collaboration with the other TAs, and supports of the teachers/administrators
provided them with the ability to do their jobs. These three components were consistent
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in all the WBLE programs and as was seen when one component of the three was
inadequate the relevancy of the others took on a greater significance.
The administrators in the program all agreed that collaboration and training were
key to the program and that all their staff worked together for a successful WBLE
program. The independent consultant involved in the WBLE committee further reiterated
these findings:
The staff works with each other. I see the support they provide each other with
sharing the skills and strategies and their resources. I personally share all my
information with the admin on a weekly basis and have meetings with the
teachers and staff to discuss any suggestions. The administrators are great in
supporting this program. They hired me as a consultant to help oversee the sites,
provide observations, suggest feedback, and support the staff, administration and
WBLE coordinator. The WBLE coordinator/Transition Coordinator and I work
very closely together. We meet at least a few times a month if not once a week.
We collaborate on the program suggestions, best practices, and improvements to
students’ outcome.
The feedback reported by this independent outside consultant validated the internal
information and provided another level of unbiased data. In order to further validate the
information was verified through WBLE data files that retained information on all the TA
and 1:1 training, which clearly indicated the level of experiences of the TAs. The
administrative focus group the common themes discussed in their reports and interview.
This information was cross-referenced in the data files collected for the district and
maintained as part of the WBLE program files.
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Differentiation was a function of placement and tasks
Differentiation of instruction for special education students was driven by a
combination of placement and site tasks. All the teachers indicated in their responses that
differentiation was a natural consequence of the various community site experiences that
existed. Each of the teachers and TAs expressed they worked in at least two sites and up
to five sites. The ones in the Exploratory program, by nature of the experience, had the
most sites and the ones in the WBLE program had the least sites. TA BD listed all the
sites and the various tasks at the sites. This TA indicated the following skills: sorting,
ordering, counting, organizing, matching, weighing, and cleaning. TA BD indicated that
differentiation was individualized and based on the sites and then further differentiating
by the tasks at the sites. She stated:
We tried to figure out what they could do and work with it.
TA IM, who also had experience in the Exploratory and the YAP, listed all the
differentiation by site and then the tasks at the sites further confirming this best practice.
TA IM listed the same type of skills, but indicated in the YAP where the students had
more experience they often learned job specific tasks with other co-workers from the job
sites. With experience the students also were self-starters doing tasks they knew how to
do already. For example, TA MI described the following at one of the sites attended by a
YAP student:
The workers taught them how to portion out the food in smaller quantities and into
smaller containers. This skill required multi-step skills. The students worked with the coworkers from the site to build on their prior experiences. These were specialized jobs
once the students were working at the site and showed their capabilities with simple
tasks.

119

As the students became more experienced and participated in the WBLE program the
differentiation was driven solely by the job sites. TA MR described this experience:
When he gets to the place, he has the jobs he will be working on for that day.
Depending on the job, he is supposed to do then we figure out the task. I really
can’t do that that much because we have to do whatever the job is for the day. If
it’s something that is too hard then I try to explain it to him. Sometimes I work
with him like I am one of the coworkers. Depending on the site, he sometimes
works with the workers at the site.
All the stakeholders, with consideration for the individual student’s needs as well as
reflecting on their IEP indications, noted the differentiation of instruction. The teachers in
the program and the administrative staff emphasized this differentiation. The consultant
summarized and confirmed the differentiation in this program in her final report to the
district she stated:
There are so many ways that this program is differentiated. The individualization
of this program allows for students to have a great WBLE program. First, there is
differentiation of instruction. Depending on the learning styles of the students
they are taught using visuals, auditory, hands on, modeling, guided practice,
repetition, and practice. There is differentiation of compensatory strategies in that
different strategies are provided to the student depending on their ability or what
they need to be independent at doing the task. There is also differentiation of the
different jobs all over the area and then at each site there is differentiation of
tasks. There is also differentiation in individuals instructing. Sometimes it is the
teacher but most of the time it’s the JC, but if they switch up the JC then its
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differentiation in the JC that is teaching. I emphasize this because their personal
demeanor affects the way they learn. Some student respond better with a kinder
more patient approach yet others need a push by a sterner individual to help them
learn. Also, the teachers provide the guidance with the differentiation.
All the stakeholders consistently answered the special education best practice of
differentiation in the same manner. These site locations and task lists were verified
through the WBLE program demographic data files. The tasks and instructional methods
were differentiated by sites, then by the tasks at the sites, and as students became
independent little differentiate existed, as they had progressed well with mastering of the
job related tasks.
Observations and scaffolding helped develop skills
All stakeholders stated that consistent observation of students and appropriately
scaffolding tasks helped students develop work related skills. Determining a student’s
Zone of Proximal Development (ZPD) and scaffolding instruction were common best
practices that were reported by all the teachers, TAs, 1:1 aides throughout each of the job
sites. All of the individuals stated that it was through careful observation that they
determined what each of the students’ ZPD. The two TAs, both TA RM and TA BL,
were with their students for two years and they felt confident in their determination of
their students abilities. In fact, it was through their extensive experiences with the
students and the students’ behavior that they were able to then scaffold the tasks when
they were difficult and even sometimes determine which tasks would not be possible for
the students to complete. TA BL had built such a connection with her student and had
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observed her enough to distinguish incidences when the student’s dislike affected her
performance. As TA BL stated:
Many of the tasks were not even appropriate or possible for her to do. If she did
not like the task, she would often struggle with it. She did not have a lot of
cognitive ability to go beyond anything that was a rote task.
TA BD’s experiences stemmed from her observations and this TA expressed the same
point that when they did not like to do the job it was reflected in their performance:
I observed them for a given time period and I saw where they struggled to
frustrations. I tried to explain it sometimes to see if they could try it. Other times I
just let them try it and do it step by step. After a time I just knew what they were
able to do. These kids have limited abilities they have a hard time doing things
without showing them many times. Sometimes they remember how to do it and
sometimes they don’t. Sometimes I think they know or can do something and then
they can’t do it. I want to say that sometimes they lack motivation and do not
want to do it so they can’t or they do it badly because they don’t like to do it.
TA RM also worked with her student for two years and she indicated the same idea with
the interest piece. However, she stated that her student like learning new tasks:
If it’s something he has never done before than I explain to him what he has to do
and he tries it. He is very good at wanting to try out new things. If it is something
that he cannot do, I try and show him step by step how to do it. Honestly, he
really is able to do the job related tasks.
TA IM reiterate the same experiences but added that oftentimes it was trial and error that
helped them determine the students’ ZPD, as she indicated in her interview:
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From being on the site with the students a long time, we would know what they
could do. For example, if there was a tactile issue then we knew a task might be
hard for them to do. Through observation, we would get to know what they were
comfortable with. Sometimes we would learn by trial and error.
All of the teachers also indicated that the in order to scaffold the tasks they were broken
down step by step. TA BL stated that she tried to do transference of prior knowledge but
sometimes that did not work:
I would have to break down the tasks into smaller tasks. She may be able to
transfer if we had repetition of the prior task. Otherwise, if it was a one and done
type of task she could not transfer the skills.
TA IM indicated that she always tried to connect to prior knowledge when she was
scaffolding the instruction as she stated:
Break it down step by step. We have done it before and try to recall and then take
everything step by step and that they have done it before and we will do it. And
connect to something we did before.
The educators consistently relied on their knowledge of the students in order to facilitate
the learning process. The consultant reiterated the ZPD in her observations when she
noted:
I see this through the observations that the TAs and teachers do and they
collaborate with each other. Sometimes I see them with a trial and error to
determine what they can do. They try and make connections from one job site to
another so that the students can transfer prior knowledge. For some of the students
this works well, yet for others they are so low that they need the repetition and
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practice to get to that level of independence. Keeping data helps guide these staff
members to determining what the students can do, but mainly it’s through their
constant interaction with the students and observations they have made.
The teachers and TAs all expressed the common theme that time was important in getting
to know the abilities of the special education students. This was the factor that assisted
them in determining the students’ ZPD and helped these educators scaffold the tasks. The
field notes demographic and background information provided verification of their time
and assignment to students. This information was further verified by the commonality of
the responses indicating the practice of determining ZPD and scaffolding was used
throughout all WBLE programs.
Social supports facilitates the learning process
All the involved individuals reported that social supports for special education
students was a consistent practice throughout all programs that facilitated the students’
progress. These social supports were primarily provided by the TAs/JCs. All the data
sources indicated that TAs/JCs provided the following type of social supports to the
students: modeling, guided practice, re-teaching, and reinforcement. They also indicated
that although they may have been assigned to work with a specific person they often
supported the other students when it was appropriate. As TA BD stated:
When the students had a hard time, we sometimes switch the person to have a
different approach. I think sometimes they may not want to do it for one of us but
may be able to do it for the other. Some students were inconsistent with their
abilities I try and model the task then guide practice. If there was a time
separation, they would have to remodel the task and then we would have help
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them. Go back over steps to go over the step. We helped them find a way to make
it easy for them to do the job. Constant positive reinforcement.
There were some student-to-student social supports, work site employee to student
supports, and management to student social supports. However, these interactions were
not always extensive and sometimes lacked in the sites as BD explained:
At some of the sites I was at, there was not much interaction with the managers,
just a good morning, get the assignments, goodbyes, and the job coaches worked
mostly with them. Not so much on the social. The students were too busy
working. Most of the places the students worked independently. At the restaurant,
the students worked at the same table. They worked cooperatively in a team at M
clothing store in the stockroom. These students are not very social and we worked
on a lot of the job skills. This did not provide us with the opportunity to work
more on their social skills.
TA RM indicated that at the level of independence her student was at in the WBLE
program, the supports were transferred to the co-workers. This TA indicated this would
be what the student would be doing if they had a job at the site. TA MR stated:
I am there to try and help him in any way possible, but I want him to do things
himself and I want him to learn to use the people at the places he works.
TA BL reiterated the same type of social supports indicating that sometimes her student
was supported by the clients at the site she was placed:
Modeling, guided practice, and reinforcement were constant and I tried to
eliminate the job coaching but then she was not consistent. It really was constant
support. I tried to get her to rely on the other co-workers for simple other tasks,
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but that would have been annoying on a constant basis. The other clients helped
her all the time too. I also gave her praise all the time to encourage her.
TA IM further emphasized that the TAs often modeled behavior as part of their social
supports to the students:
Before we walk into a site, we would pep talk them to know that we are proud of
them and know what they need to do and that they could do that. Respect
communicate with the managers and staff. Modeling task then guide with practice
and show them they did it before. I would encourage peer interaction depending
on the site. Social supports. Vocalize and ask for help. Self – advocacy is
important to teach them to get help. We are not always going to be there and even
if they get a job coach later on it may not be forever. It is big because we need to
help them become independent. Especially to encourage them when they are shy.
Through her daily interaction, the consultant noted that the social supports were provided
throughout the program, by all the stakeholders. She specifically stated:
The support these students get is incredible. They are provided direct instruction
by the teachers along with positive behavior reinforcement. The TA/JC provides
modeling, guided practice, repetition, re-teaching, reinforcement, and encourages
the independent practice of the tasks. The students get this support from their
peers as well who work with them and encourage them. I sometimes see the
teachers have one student who is doing well on a task help another one who is
struggling. This individual is taking on a leadership role, which in turn reinforces
the students own understanding of how to do the job. The co-workers at the sites
also provide social supports for the students. They are so encouraging and some
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of them will work with the students the sites. The managers are also encouraging
and appreciative of the work the students do at the sites and will oftentimes work
with them when doing new tasks. The administration also provides supports with
instruction and social interactions. It is also amazing to see how wonderful
community members can be when I see them interacting with the students at the
sites. I can see their encouraging comments when the student help them find
items in the store or direct them to someone who can answer their questions.
The administrators and teachers collaborated and emphasized the importance of social
supports from all the individuals interacting with the student at the job sites. As indicated
in the field reports, all the TAs were assigned to specific students and all of them were
there in the capacity to job coach these students. They all reported these consistent best
practices as part of WBLE program and best practices for students with disabilities.
Job placement played a significant role in job skill and UFS development
All the stakeholders expressed the tier of appropriate job place allowed students to
combine their abilities, interests, and preferences and helped them develop not only job
related skills but Universal Foundation Skills (UFS). All of the TAs reported that
appropriate job placement played a significant role in progress for the students. The
students in the Exploratory Program participated in a variety of sites as was confirmed in
the scheduling records of the WBLE program data files. In the YAP, the students still
rotate sites, but their abilities, interests, and preferences play a larger role in their
placement, this was also verified through WBLE site documentation. As indicated by the
two TAs in the WBLE program the students work at few sites as they have already
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explored their abilities, interests, and preferences. TA IM, who at one point or another
has worked in all the programs, responded:
I think they are all matched pretty well with the sites. If they are not placed
correctly to have that experience, we can eliminate them from that match. Other
times you may want to sensitize them to the experience to build transferrable
skills.
TA BD pointed out that the need to focus on their abilities was imperative and that the
rotating too much in the beginning can be difficult for some students. TA BD stated:
They are not doing it (the skills at a specific site) enough hours and maybe
jumping around from place to place all the time. Start even sooner to find out
what they like and then they can focus on what they can do best later on. The
students should start earlier, so that they can try what they like later on. When
they are good at a site, have them focus in more of that site. Rotate once a quarter
or once a semester. It’s too many tasks to try and remember.
TA BL commented on one student who was not appropriately placed at a site. According
the TA BL, this student’s placement was affected by extenuating circumstances, and
inconsistent with common recommendations for placement. This student did not have the
cognitive ability to perform the tasks at the location. This inappropriate placement did not
allow the student to potentially learn task related skills that she may have learned at the
appropriate sites matching her abilities. It was fortunate that TA BL expressed the student
and parent would have the “what if” factor had they not gone to the site and that the
student learned some UFS she could transfer to other sites. TA BL firmly stated:
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In this case, this was not an appropriate placement for her in a long term. She did
not have a problem-solving component. She did not have the cognitive component
to perform the tasks. Having outside input is great if it is appropriate, however in
this case is was not. It would have been more appropriate to use the experience at
a more appropriate site. Something that was rote. She should have used the time
for a skills and setting that would have given her a lifelong skills. She still
learning useful daily life skills that can be applied to any job. Like time
management, sign in, punch in, interpersonal skills, and organize space, time and
her environment. Knowing the basic function of a business world, like appropriate
business etiquette. EX: not eating in a conference room. Appropriate times and
places of the activities.
On the other hand, TA RM stated when the student was appropriately placed; the skill
level they developed can expand to a higher level. This was expressed by TA RM, whose
student participated in the WBLE program for two years and whose placement matched
the student’s abilities, interests, and preferences. TA RM expressed the importance of the
correct placement for her student:
He could do a lot of the tasks himself and only sometimes needed me to help him.
The ones (skills) I worked on were how to manage their time, how to organize
their work areas, and how to communicate with the staff, management, and the
customers (if there were any customers at the locations.) I also did work on the
job related skills, but at the level this student was I only modeled a new task.
Honestly, he really is able to do the job related tasks. I really thing the best thing
about this program is that they really try and find a variety of jobs that help the
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students try out different experiences. I also think a strength is that they then try
and find something that the student can do good and that they like doing. My
student really is good at computer work and enjoys it so when he is at the work
site he is so on task and focused. This is great for him because it helps him build
the skills and confidence with being at work. He has grown so much with his
skills both work related and those universal foundation skills. Two of the sites
both have come to me and said they would love it if he came and worked for them
once he graduates.
The consultant reported that job placement was imperative to a successful WBLE
program and was one of the most important best practices. She reiterated that in her final
report as part of the districts action plan:
I must make a point that the job placement is really important for these students. It
is not only WBLE best practices to have a spectrum of job opportunities it is good
SWD practices to have differentiation of placement opportunities. I have noted
that the better the placement the better the success and outcome for the student. If
they are placed in a site that matches their abilities, interests, and preferences,
they are better able to do the skills of the job and more importantly, they become
motivated to continue working at the job. If they are matched well and can
successfully do the tasks then we can often focus on those UFS like managing
their time and interpersonal communication skills. Those UFS are those skills
they will use wherever they go and will not only be helpful at job sites but also in
other community settings. I know that it is often difficult to obtain sites and
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sometimes difficult to keep the sites. Yet it is the key to the students’ success to
have the optimum placement.
All the educators provided feedback verifying that the job placement for these students
was imperative to the student’s development of the job related skills and further
development of the UFS. The connection of the abilities, interests, and preferences were
reflected in their responses during their interview.
Quantitative Research Question 3
To what extent does program type and years in program influence 12th grade students
WBLE final scores on their Employability Profile?
A two-way between-subjects ANOVA was chosen as the appropriate analysis to
determine whether there were any statistically significant mean differences in the
student’s Employability Profile (See Appendix C) average score based upon the program
type (self-contained, integrated, 8:1:2) and years in the program (one, two). A Two-Way
(3 x 2) Between-Subjects ANOVA was conducted for the analysis (Program x Years in
Program). The rationale for using a two-way between-groups analysis of variance
(ANOVA) was that it was an appropriate statistical analysis to use since there were two
independent categorical variables and a continuous dependent variable (Privitera, 2018).
In addition, it was desirable to determine if there was an interaction between the
independent variables. The program type was an active categorical independent variable
and years in the program was an active categorical independent variable. An alpha level
of .05 was chosen to test for significance.
Before running the statistical analysis, the data were screened. There were no
missing values, coding errors, or outliers. The six assumption tests were then run to
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determine if the data were appropriate to use with the two-way ANOVA. The dependent
variable, Employability Profile (See Appendix C) average score, was continuous. The
independent variable, program type, was categorical with three levels (self-contained,
integrated, 8:1:2). The other independent variable, years in program, was categorical with
two levels (one, two). There was independence of observations, as there were different
participants in each level of each group. There was no outlier as was determined by
converting the dependent variable scores to z scores for each group. Each group
displayed a normal distribution on a histogram, and the Shapiro-Wilks values were nonsignificant for each group: self-contained (p = .423), integrated (p = .369), 8:1:2 (p =
.219), one year in program (p = .421), and two year in program (p = .431). The Levene’s
Test of Variances was not significant, which indicated that there was homogeneity of
variances, F (5,61) = 1.390, p = .241
The two-way ANOVA was then conducted. The descriptive results were all noted
in Table 6 and reported the mean score and standard deviations main effects and
interaction effects. The mean Employability Profile score for the first main effect showed
that the highest mean was for the integrated (M = 2.752, SD = .6512), compared to the
self-contained (M = 2.680, SD = .7297) and the lowest being the 8:1:2 (M = 2.015, SD =
.6270). Additionally when looking at the second main effect data the highest
Employability mean score was for the two years in program (M = 2.839, SD = .6438),
compared to the one year in program (M = 2.284, SD = .7067). The mean Employability
score showed that the highest score, for the interaction effect, was the integrated students
participating two year in the program (M = 3.024, SD = .5869), while the 8:1:2 students
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in the participating for one year in the program had the lowest mean Employability score
(M = 1.640, SD = .3782) ) (See Table 6).
Table 6
Descriptive Statistics Employability by Program and Years in Program
Years in Program
1 YIP

2 YIP

Total

Program

M

Self-Contained

2.443

0.8121 14

2.982

0.4916 11

2.680

0.7297 25

Integrated

2.367

0.5499 12

3.024

0.5869 17

2.752

0.6512 29

8:1:2

1.640

0.3782

5

2.250

0.6547

8

2.015

0.6270 13

Total

2.284

0.7067 31

2.839

0.6438 36

2.582

0.7242 67

SD

M

N

SD

N

M

SD

Hypotheses 1
Ho:

There will be no significant difference in the mean scores of the
Employability Profile Assessment based upon program type (selfcontained, integrated, 8:1:2).

H1:

There will be a significant difference in the mean scores of the
Employability Profile Assessment based upon special program type (selfcontained, integrated, 8:1:2).

The main effect of program type did show a mean significant difference in the
students’ Employability Profile score, F(2,61) = 7.482, p = .001, as was shown in Table 7.
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N

The program type had an effect size of η2 = .17, which was considered to be large. The
null hypothesis for Factor A was rejected (See Table 7).
Hypotheses 2
Ho:

There will be no significant difference in the mean scores of the
Employability Profile Assessment based upon years in program (one,
two).

H1:

There will be a significant difference in the mean scores of the
Employability Profile Assessment based upon years in program (one,
two).

The main effect of years in program did show a mean significant difference in the
students’ Employability Profile score, F(1,61) = 13.504, p = .001, as was shown in Table 7.
The years in program had an effect size of η2 = .15, which was considered to be large.
The null hypothesis for Factor B was rejected (See Table 7).
Hypotheses 3
Ho:

There will be no significant interaction effect between program type and
years in program.

H1:

There will be a significant interaction effect between program type and
years in program.

Results for this study further indicated that there were no significant interaction
effect between program type and years in program, F (2,61) = .060, p = .942, as was shown
in Table 7. The null hypothesis for the interaction effect was retained.
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Table 7
A Two-Way Analysis of Variance of Student’s Employability Profile Score Based on
Program and Years in Program
Source

SS

df

MS

F

p

η2

Program

5.740

2

2.870

7.482

.001***

.17

YIP

5.180

1

5.180

.509

.001***

.15

Program * YIP

.046

2

.023

.606

.942

Within (Error)

23.400

61

.384

Corrected Total

34.619

66

Note. * p< .05, **p<.01 ***p < .001
Since there was a statistically significant mean difference for the program type,
the Tukey post hoc tests were run. A Tukey post hoc test revealed that there was a
statistically significant mean difference between the self-contained and the 8:1:2 program
(MD = .665, SE = .2118, p = .007). It also indicated that there was a statistically
significant mean difference between the integrated and the 8:1:2 program (MD = .736, SE
= .2067, p = .007).
Since there were statistically significant results in main effect A, the post hoc
analyses using the simple effects were computed. For the students who participated in the
self-contained program there was a significant mean difference between those students
who were one year in the program, and those who were two years in the program (MD =
.539, SE = .250, p = .035). For the students who participated in the integrated program
there was a significant mean difference between those students who were one year in the
program, and those who were two years in the program (MD = .657, SE = .234, p = .007).
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Since there were statistically significant results in main effect B, the post hoc
analyses using the simple effects were computed. For the students one year in the
program there was a significant mean difference between those students who participated
in the self-contained program, and those who were in the 8:1:2 program (MD = .803, SE
= .323, p = .047). For the students two years in the program there was a significant mean
difference between those students who participated in the self-contained program, and
those who were in the 8:1:2 program (MD = .732, SE = .288, p = .041). Furthermore, for
the students two years in the program there was a significant mean difference between
those students who participated in the integrated program, and those who were in the
8:1:2 program (MD = .774, SE = .266, p = .015).
Figure 2
Estimated Marginal Means of Outcome Average Score
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The significant results in this study indicated that students who were in the selfcontained program, only scored higher than students who were in the integrated program
and those who were in the 8:1:2 program when they participated one year in the program,
as shown in Figure 2. However, when the students participated two years in the program,
the students who were in the integrated program performed slightly higher than those in
the self-contained program and those who were in the 8:1:2 program. The results also
indicated that those students who participated 2 years in a WBLE program scored above
those who participated one year in a WBLE program at each of the program types, as was
shown in Figure 2. In addition, students who participated 2 years in a WBLE program
and were in the integrated program performed higher than all the other students. Those
students who participated two years in a WBLE program and were in a self-contained
program also scored higher than all the other students except for those who were in the
integrated program for two years. This indicated that the students were scoring higher
when they participated two years in a program but only if they participated in an
integrated program. The students who scored the lowest were those who both were in the
8:1:2 program and participated for only 1 year in the program. The students also scored
lower than all the other students if they were integrated and were in the program for only
one year except for the aforementioned students who were both in the 8:1:2 program and
participated for only one year. From the statistical data presented in this study the
researcher could see that those who participated more years in the WBLE program scored
higher than those who only participated for one year and that these scores were only
significantly affected by those students participating in the 8:1:2 program.
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Mixed Methods Question 4
How do the qualitative and quantitative findings converge to provide an enhanced case
description?
The findings of the quantitative data indicated that there was a statistically
significant difference in the students’ outcome scores on the Employability Profile
Performance Indicators, the longer they were in the program. The qualitative data
indicated that the longer they were in the program the more progress they made, which in
turn improved the students’ outcome. All of the teachers reported the benefits of
prolonged experiences in the WBLE program. Teacher ED stated in her culminating
report:
The students grow so much from the work experiences. I have had them for a few
years in the classroom and where they really could go no further academically
because of their limitations they are really able to do so much in the work force.
It’s the hands on experiences they really are remarkable. These kids really enjoy
working. Especially when we have the right fit. This was sometimes hard to do as
many of our sites only want a limited amount of days and students at their site at a
time. Yet when we find that right fit the students really build their confidence and
independence. Then we really focus on allowing them to do those tasks really
well and even have the time for them to work on other skills they can transfer to
any sites. We can have them really organize their work site materials, work with
the co-workers from the sites, go to the managers for work, know exactly when
and where they can take their breaks. It helps set a routine when they can
consistently go to a site and do the work easily. Some of the students through the
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years have been offered jobs at the sites. The longer they are in the program the
better they do with those UFS that they need and can use at any place they go.
The convergence of the mixed methods data was primarily noted in the length of the
WBLE program participation. The stakeholders agreed that there were greater benefits
associated with the time the student spent participating in the program. Teacher FG
summarized in his final report with this statement:
The longer they (the students) are in the program and the more sites they are
exposed to makes a difference. It helps them to figure out what they can and what
they cannot do. The longer they are at a site the better we as educators can help
them learn the compensatory strategies and skills necessary to foster the
independence they need to obtain jobs. Most of the students who participate two
or more years in our program obtain jobs at one of the sites. The longer they are in
the program they greater their student outcome will be as they are competent
workers who no longer need to focus on the tasks but can develop those UFS that
are transferable to any job.
All the stakeholders reaffirmed the finding of the statistically significant data. This
convergence of information of concurrent data clearly emphasized the benefits of the
time spend in a WBLE program and its benefits to the students’ outcome.
Conclusion
In this chapter, the findings of this mixed methods case were discussed. The first
question addressed the types and components of a WBLE program for special education
students. Using qualitative data and descriptive statistics the findings stated that the
selected district had structured district run programs with varied experiences for the
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students providing a sequence of experiences. These programs addressed the needs of
three different population providing exploratory, community integration, and community
WBLE experiences. Documentation followed the district’s WBLE manual and was
evident through the WBLE data sources as part of the components to the program’s
structure. The finding of the second research question addressed the special education
best practices. The outcome firmly illustrated the following five themes: training,
collaboration, and administrative guidance supported the Job Coaches role;
differentiation was a function of placement and tasks; observations and scaffolding
helped develop skills, social supports facilitated the learning process; and job placement
played a significant role in job skill and UFS development. The third research question’s
finding indicated that there were data indicating the differences in the students’ outcome
based on program participation and length of participation in the WBLE program. This
quantitative data provided an objective analysis of the students’ outcome that was
transferable to other setting. The fourth question converged both the qualitative and
quantitative student outcome findings to solidify that student experiences including
length of participation benefited student outcome. The triangulation of data utilized by
the mixed methods approach reinforced the common findings of this program by all the
stakeholders involved in this district’s WBLE program.
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CHAPTER 5
Introduction
This chapter discusses the findings, the implication of these findings, and relates
them to the research questions, the theoretical framework, and the literature previously
presented in Chapter 2. Additionally, it discusses how this research relates to prior
research and the benefits seen from this study. The limitations were presented in light of
both using quantitative and qualitative data. The chapter concludes with both
recommendations for future practice and research.
Discussion
Qualitative Research Question 1
What were the various types and components of Work-Based Learning
Experience programs available for special education students, in a suburban high school
outside a large metropolitan area, and specifically the indicated school selected for this
study?
The intent of the qualitative portion of this study was to answer the research
questions addressed in this study. The first research question asked was analyzed with
two different portions. The first analysis of the question was to provide data on the
WBLE programs that were provided by the districts from suburban high schools outside a
large metropolitan area. As was discussed by various authors in the related literature
review, providing a plethora of WBLE program experiences in a wide spectrum was the
optimum situation. Bellman et al. (2014) specifically stated districts needed to provide a
range from job exploration to internship experiences, as the needs of the students should
be addressed through a variety of experiences.
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In the data that were analyzed for the local districts it was discovered the districts
in the suburban high schools outside a large metropolitan area had limited amount of
WBLE programs. The data were self-reported to the Suffolk County Interagency
Transition Team (SCITT). The programs were basically divided into two main
categories, those that were run by the districts and those that were outsourced to other
entities. Those that were run by the district were considered to be supervised by
administration and staff employed directly by the district. Those that were not run by the
district were available to the students residing in the district by were supervised by other
outside agencies. The programs reported were those in which special education students
participated. Those for the regular education population were registered state programs
and were not included in this data. This study was directly related to the special education
population WBLE program participants.
In the data reported to SCITT, districts further designated the participants in their
school run WBLE programs. This was the overall number that participated in the
programs that were run by the district. This was defined as those programs supervised,
administered, funded, and assessed by the district. These programs have set curriculum
and guidelines developed by the various districts. The data indicated that ten out of the
sixteen schools that participated in the survey reported to have district run WBLE
programs. This accounts to 63% of the districts reporting indicated that their districts ran
the programs. The remaining six out of the sixteen districts reported only had programs
run by outside agencies.
The next piece of data that was reported on this survey to SCITT was the school
based run number of opportunities available to the special education population.
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According to Bellman et al. (2014), providing a variety of programs to differentiate
instructional opportunities for special education students was the optimal scenario. When
looking at the information provided in Table 1, seven out of the 10 districts that indicated
they had district run programs only had one type of program available to their special
education students. This accounted for 70% of the districts indicating they only provided
one type WBLE program to their special education students. Two out of the ten schools
indicated they provided two types of WBLE programs for the special education students.
This accounted for only 20% of the self-reporting districts having two types of WBLE
programs. Only one out of the ten schools that provided district run programs indicated
they had three types of program available for their special education population. This
accounted for only 10% of the districts reporting to have three WBLE programs available
to their students. None of the districts reported to have more than three WBLE programs
available to their special education population.
The last piece of information that was reported in the SCITT archived data was
the types of programs that were available to the special education population. These
WBLE types were designated by the program type, as would be indicated in a student’s
Individual Education Program (IEP). The districts indicated primarily if the program was
considered for the 8:1:2 special education students, the 15:1 self-contained special
education students or the integrated population. The districts were asked to provide a
snapshot of WBLE program type examples. It was important to note program experience
types typically varied from year to year and were often based on availability, interest,
preference, and student abilities. Some programs types and its varied components were
set up by the school and then the tasks were varied according to the interest, preference,
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and abilities of the students. According to the reported data, six out of the 10 districts
indicated that they provided district run programs for the 15:1 self-contained students.
This accounts for 60% of the districts who provided WBLE programs to the selfcontained population. Of these districts three of them, which accounted for 50%, only had
programs for this 15:1 self-contained population. Whereas, the other 50% reporting to
have programs for their 15:1 self-contained population also had other program types.
Two out of these three having self-contained programs also had programs for their
special class 8:1:2 students. The other district reporting to have 15:1 self-contained
program also had two types of programs for their special class 8:1:2 students. Three out
of the ten districts only reported having programs for their 8:1:2 population, which
accounts for 30% of the districts. As previously mentioned, only one district indicated
having various programs for the 8:1:2 students. There was also one district that had a
WBLE program for their integrated students, and this was their only program. No other
district that provided information to SCITT indicated having their own WBLE district run
program specifically for the special education students in an integrated setting.
The second part of the analysis of the first research question was also addressed
by the qualitative portion of this study. The second part of the question reports the results
from the program information data, as was obtained from archived school records for
school District A (see Table 5). School District A was selected for the case study as it the
best representative of the population, which was involved in this research. As indicated
on the methods section, this was known as purposive sampling. Patton (1990) indicated
that the logic and power of this type of sampling would provide the best information on
the topic studied.
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School A reported to Suffolk County Inter-agency Transition Team the
information that was used in the qualitative analysis of the targeted school district. The
information provided by School A was self-reported and targeted the data points
addressed by the SCITT. The individual reporting the data indicated that the information
was verifiable by using the archived Infinite Campus Data, District A’s Work Based
Learning Manual, and Work Based Learning Program Data. As seen in Table 5, District
A reported that a total of 67 special education students participated in the WBLE
programs. Nineteen out of those 67 participated in school run WBLE programs. As
previously indicated those programs were supervised, run, managed, and assessed by
district-employed personnel. District A also reported having three types of district run
WBLE programs with different components. The structured program component
indicated a sequential program with designated criteria and supporting documentation.
These programs were indicated to be either available to the 8:1:2 population or the 15:1
self-contained population.
This district A was then selected for the qualitative analysis as they had the bestfit qualities. This district had the most special education participants, as well as they had
the greatest variety of district run programs. As Patton (1990) indicated, purposive
sampling allows for the best analysis of a given situation when the situation has the best
conditions. The data used for the second part of question one analysis was compiled into
the information indicated in Table 5. The data were collected from the information that
was archived by the district for their WBLE programs. The data were also verified
through the triangulation process with the Infinite Campus information and WBLE
program files.

145

The information reported for District A (see Table 5) indicated that the district has
both district run programs and those run by outside agencies. The program indicated on
Table 5 that was run by the outside agencies had a total of 48 participants in a variety of
WBLE programs. For this particular 2018-2019 academic year, the agency running the
out of district WBLE programs was the BOCES Wilson Technological School. The
participation criteria for this program was the following: integrated program student as
indicated on their IEP, diploma candidate, WT in school committee approval,
participation in WT program, participation in WT related WBLE hours, and
recommendation of Case Manager Approved by CSE. The following was the description
of the program: integrated students as indicated on their IEP programs, 3-hour WT
program, and integrated in class instruction. This program was not the focus of this study
and was mainly reported as part of the special education student data. The focus of this
study was the programs that were run by the district as those were the ones in which the
district had the most control of managing and implementing their own curriculum.
District A indicated that they had three different school run WBLE programs with
various components. One program addressed the needs of the self-contained 15: 1
population. This program was titled WBLE program with the self-contained distinction.
For the 2018-2019 academic year of this study, the district indicated there were six
students participating in the program. The following was this program’s components:
15:1 Special Class Work Based Learning Community Integrated Program, three-hour
community integrated program, integrated in class instruction. The following was the
participation criteria for this self-contained 15:1 WBLE program: self-contained program
IEP student, completed four years of HS or/completed three years of high school and
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truncated schedule, diploma, CDOS credential candidate in 15:1 program, or Alternate
Assessed pathway to graduation participating in self-contained program, recommendation
of Case Manager, and approved by CSE.
District A also ran two district programs for the special class 8:1:2 population.
The first of these two programs was called the Exploratory WBLE Program. For the
2018-2019 academic year of this study, the district indicated that there were nine students
participating in the program. The following was the program’s components: 8:1:2
Special class, two-hour community integration program (Restaurant, Retail, Office), and
one hour in class instruction. The following was the participation criteria for this special
class 8:1:2 WBLE program: 8:1:2 Program or 15:1 Program student with truncated
schedule, 1st WBLE for the student in this type of program designation, one year School
Based Pre-employment WBLE, recommendation of Case Manager, and approved by
CSE. The second type of WBLE that was district run designated for the special class
8:1:2 population was called the Young Adult WLBE program. For the 2018-2019
academic year of this study, the district indicated that there were four students
participating in the program. The following was the programs components: 8:1:2 Special
Class Young Adult Program, 3 ½-hour community integration program, and one hour in
class instruction.
Qualitative Research Question 2
What were the best practices of a Work-Based Learning Experience program, run
by a district, for special education students, in a suburban high school outside a large
metropolitan area?
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Best practices in this WBLE program for students with disabilities reflected a
combination of those, which were inherent to a WBLE program, and those used for
special education instruction. The primary best practices specifically related to WBLE
program that were discussed by these stakeholders were related to the TAs credential,
ability to collaborate with each other, and the guidance that was provided by the
administrators. For this specific case study, these individuals all had specific job coach
training but one, and that individually specifically commented on the necessity of having
that training. Having the consistency in the job training provides a foundation in the
knowledge and skills the job coaches have they can use in coaching the students in the
program. All sources of data indicated the importance of collaboration with each other
not only for the students benefit but also for their own support. Having the ability of
collaboration provided for them, additional resources to help the students and a sounding
board when they needed support. This network of collaboration translated to improved
instruction and guidance for the students. The guidance from the administration
additionally provided not only the extra layer of support for them but also for the students
in the program. One TA summed it up the best when she stated, “We are very supportive
of each other and communicate on an ongoing basis.” Best WBLE program practices
indicated that the TAs needed to have the training and support necessary to effectively
job coach the students.
Having the special education best practices infused into the WBLE program for
this population was important and indicated by all the teachers, administrators, and TAs.
Primary they reported the following special education best practices exited consistently in
all the programs: differentiation, ZPD, scaffolding, social supports, and appropriate job
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placement, which coincides with best practices of a WBLE and those of special education
practices. Differentiation existed not only by sites but also by the tasks at the sites.
However, this practice was also driven by the independence and experience level of the
students. All the individuals expressed that it was through the common practice of
observation and familiarity with the students that they were able to determine each
students ZPD and subsequently scaffold instruction. All the stakeholders in all the
programs also reported the social supports, which was a common thread in related
literature. The job coach role in providing the support to the students was a consistent
best practice. The ultimate social support role was clearly stated by TA MR, “The
greatest thing I want for him is for him to become independent and not rely on me.”
Ultimately, all data reports indicated that the job experiences and appropriate job
placement were key best practice in the all the programs. It really tied in all the themes
and common threads that all the stakeholders discussed. It could be seen that the variety
of job placements initially were to help match the students’ abilities, interests, and
preferences. However, as they progressed through the program the appropriate placement
allowed all the students to develop not only the job specific skills but also the UFS that
they can use to transfer from one setting to another. Having all these best practices in
place, utilized consistently throughout the WBLE programs, allowed for students to fully
benefit from the WBLE experience, and hopefully attained the independence they needed
to function in a job upon exiting the district.
Quantitative Research Question 3
To what extent did program type and years in program influence 12th grade
students’ WBLE final scores on their Employability Profile?

149

The intent of quantitative portion of this study was to determine to what extent the
program type and years in the program influenced Employability Profile outcomes. As
was discussed earlier, researchers such as Furco (1996) did indicate there were positive
outcomes for students who participated in WBLE programs. However, his sample did not
consider the special education population. In yet another study by Benz et al. (1997), the
author did include the special education population and indicated there were benefits to
that population as well. Literature further indicated the types of WBLE programs
implemented in districts, yet there was a lack of research on effect of the types and
components of WBLE programs on the special education population. This mini-study
attempted to view these implications.
The types of programs that students participated in reflected different
Employability Profile scores, regardless of the number of years the students participated
in the program. Integrated program students had the highest average score 2.752
compared to the self-contained students average score of 2.680 and the 8:1:2 students
who had the lowest score of 2.015. The statistical tests indicated there was a statistically
significant difference at the .05 level. Similarly, regardless of the program type, students
had higher outcomes on their Employability Profile scores depending on the years that
they participated in the WBLE program. Student who participated for two years, on
average, had a slightly higher score on their Employability Profile performance indicator
outcome than those in the one-year program students, regardless of which program they
participated. The average for the two-year students was 2.839 compared to the one-year
students’ average outcome score of 2.284. The statistical tests indicated there was a
statistically significant difference at the .05 level.
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When looking at the interaction effect, the statistical data further indicated there
was no statistically significant results at the .05 level. The integrated students who
participated for two year in the program had only a slightly higher average score of 3.024
on their Employability Profile outcomes compared to the other combinations. The 8:1:2
students who participated only for one year, on the other hand had the lowest
Employability Profile of 1.640 compared to all the other combinations. There was a
greater difference in the scores of the 8:1:2 population, at both the one-year and two-year
program time compared to both the integrated and self-contained students, than there was
in the scores of the integrated and self-contained students. For those students
participating in the one year, the 8:1:2 students had an average score of 1.640 compared
to the average integrated students’ score of 2.367 and the self-contained students’ score
of 2.443. For those students who participated in the two years, the 8:1:2 students had an
average score of 2.250 compared to the average integrated students’ score of 3.024 and
the self-contained students’ score of 2.982. It was important to note, however, that
although the students who participated in the self-contained program for one year had a
higher score on their Employability profile score at 2.443 than the integrated students had
at 2.367; it was reversed in those students participating for two years. When students
participated for two years in the WBLE program, then the integrated program students
scored higher with a 3.024 compared to those in the self-contained program with a score
of 2.982.
Mixed Methods Research Question 4
How did the qualitative and quantitative findings converge to provide an
enhanced case description?
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The quantitative data showed statistically significant results in student outcome
improvements when they participated longer in the program. This was reflected by higher
scores in the performance indicators of the Employability Profile. These indicators were
reported on the student outcomes as a reflection of those UFS. The qualitative data
supported these scores as all the stakeholders reported the same benefits the longer the
students participated in the WBLE program. The educators all indicated that the longer
the student was in the program the more opportunity they would have to develop the job
related skills, which in turn would foster the student ability to focus on the UFS. The
stakeholders reported that the more experience the students had at these WBLE sites the
greater the possibility they had to obtain long-term employment at one of the sites.
Having the quantitative and qualitative data converged into the same outcome provided
the validation for the benefits that extended WBLE experiences had for students with
disabilities. It reaffirms the improved student outcomes such a well-established program
can have for a district.
Interpretation of Findings
The theoretical framework that guided this study included contributions from
John Dewey’s Social Learning Theory (1944), Lev Vygotsky’s Special Education Theory
(Gindis, 1999), Kurt Lewin’s Change Theory (Sarayreh et at., 2013), and Yong Zhao’s
(2012) modern interpretation and ideas. The overall structure of this particular case
study’s WBLE program was a function of the all the components of the program coupled
with the best practices of the program and special education best practices implemented,
which coincided directly with the framework discussed in chapter one. Lewin’s (Sarayreh
et at., 2013), theory guided the concept of unfreezing the structure to change and infuse
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the special education best practices then refreezing to establish the sustainability of the
program. In order to not only establish a well-developed WBLE program but to change or
improve a program this process needed to take place. When looking at the existing
program each of these stages were important to analyze. This study took a look at the
established components of the unfreeze stage, the WBLE and special education best
practices of the change stage, and then the outcomes in the refreeze stage.
John Dewey’s Social Learning Theory (1944) predominately existed in the overall
idea of the authentic learning experiences seen in this case study. Dewey (1944)
discussed the importance of these experiences and Zhao’s (2012) modern interpretations
further reiterated the necessity for a broad spectrum of experiences, flexibility, and
personalization of educational experiences, which were clearly in the components of this
WBLE program. Lev Vygotsky’s Special Education Theory (Gindis, 1999) played a
direct role in the best practices that were discussed exiting in this WBLE program. These
practices directly related to the change phase in Lewin’s theory (Sarayreh et at., 2013),
discussed in his work. An important component of Lewin’s (Sarayreh et at., 2013) theory
existed in the change phase of this WBLE program where the stakeholders’ participation
was key. This was evident in this case study where the components were established and
then the best practices needed to be clearly implemented and supported by the
stakeholders. In this case study, the components existed and were infused with the best
practices to improve the student outcomes.
The conceptual framework built in chapter one clearly guided this study as each
theorist’s ideas existed throughout the research. However, there was one key idea that
came through the research that was not reflected in the original conceptual framework.
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This idea was that in order to build, maintain, change, or improve a WBLE program there
needed to be reflection on all the components, practices, and outcomes. Once this
reflection occurred the system needed to unfreeze itself, change, and freeze again in order
to continuously provide the best WBLE program for the students. In this research, the
triangulation of data and cooperation among the stakeholders allowed for this selfreflection and evaluation to exist, which continued the cycle presented in the conceptual
framework. The results of this study primarily indicated this necessary cyclical
component in the process as shown in Figure 3.
Figure 3
Conceptual Framework Revised

Qualitative Analysis Research Question 1
These results primarily indicated there was a significant variation among the
school districts that self-reported to SCITT on their types of WBLE programs. Although
the New York State indicated that school districts needed to provide WBLE programs in
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order to fulfill the criteria for the CDOS exiting credential and/or CDOS pathway to
graduation, they did not have a set criteria for components of these programs (DiLorenzo,
2013). Each of the districts loosely interpreted these requirements other than the WBLE
hour requirement and offered these options in a variety of settings. For the purposes of
this dissertation study, the data reported related to the special education population who
self-reported to SCITT. Many of the districts who reported did not offer programs to all
the special education students (see Table 4). Furthermore, many of the reporting districts
did not have school run programs. These programs were the focus of this study as they
were the ones supervised and run by the district. In this manner, the district had the
control over the curriculum, program offerings, criteria for participation, and progress
monitoring. The other type of program were those run by agencies outside the district.
These programs could be costly to a district and their parameters were not controlled by
the district. This study focused on those programs run by the district for the special
education population, therefore in selecting the targeted district to analyze it was
imperative to have a district whose criteria would best reflect an extensive developed
program. Therefore, District A was selected for further analysis in order to answer
question one in greater detail. This selection of a representative sample was described by
Patton (1990) as purposive sampling, which allowed for the best analysis of a given
situation when the situation had the best conditions.
When looking at District A, it was determined that they had programs for all of
the following three population groups: integrated co-teaching, self-contained 15:1, and
the small class 8:1:2. The integrated co-teaching WBLE program was not provided by the
district (see Table 5). Although, it must be noted that the district could have allow

155

students who were in a mixed 15:1 program and integrated co-teaching program to
participate in the school run WBLE program for the 15:1 population. However, this
would only typically have taken place when the student went beyond their 12th year in the
district, and needed to extend their stay in the district, as they had not fulfilled their
graduation requirements. This was noted as one of the criteria for the WBLE selfcontained program (see Table 5). For the purposes of this mixed methods study, the focus
of the research was on the school run WBLE programs.
District A had the most variety in WBLE programs available to their special
education population as was self-reported to SCITT. They provided two types of WBLE
programs with various components for their small 8:1:2 population. The first type of
WBLE program had a larger class time component, which allowed the students to have a
greater amount of support in instruction with less community integrated work
experiences. This support allowed the students to practice work related skills back in the
classroom that they encountered in the community work environment. As their level of
skills progressed these students had the opportunity to move the second level small class
8:1:2 program title Young Adult Program. The YAP had less of a classroom instruction
component and more of a community component. The students in this group had the
opportunity to work longer in the community work experiences with some level of
support and classroom instruction. Many of the work related and employability skills
were practiced both in the community experiences and reiterated in the classroom
instruction. It was imperative to note that some integrated 15:1 students who participated
in truncated program could have also participated in these small class WBLE
experiences. This means that if it were designated on the students IEP program that they
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participate in some self-contained classes as a small class designated student, then they
would have also been able to participate in one of these small class 8:1:2 WBLE
programs.
District A also had a specific program for their self-contained 15:1 population that
was run by the district. This programs main distinction was the full integration into the
community work experience. Its program component was that the instructional academic
portion was fully integrated into the community work experiences. This was the typical
on the job training experience. The job specific skills and employability skills were
integrated into the community work experiences (see Table 5). The experiences were
individualized for the students and the level of independence was higher than those in the
other programs. The criteria for CSE approval designated their level of self-efficacy and
self-advocacy was imperative to participate in this program. District A represented a
district that provided a spectrum of WBLE experiences to their special education
population. Their participation criteria and program description (see Table 5) delineated a
well-developed WBLE program that attempted to fit the needs of its diverse special
education population. Having the school run programs allowed for control of these
factors as well shifted the stakeholders to in district responsibility. Having the district run
programs allowed the stakeholders to retain the appropriate level of supports and internal
necessary services to provide a spectrum of WBLE for their special education population.
Qualitative Analysis Research Question 2
These results primarily indicated that there were some best practices that
pertained specifically to WBLE programs that were seen in these districts programs.
Training of the job coaches, the collaboration among the job coaches, and the support
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from district administration was a consistent necessary best practice implemented
throughout all the WBLE programs. These best practices were important components to
support a well-structured program that have the necessary foundation to provide a WBLE
for its students. Having stakeholders that were trained, worked together, and supported
each other allowed them to have the knowledge and resources they needed to then
support the students in their learning experiences. The more solid the WBLE program
components were in place the better the chance of consistency in applying the SWD best
practices.
Considering this research was specific to students with disabilities, it was
imperative to determine those best practices specific to this population. The special
education best practices implemented consistently throughout were differentiation,
determining ZPD, scaffolding, and social supports. Differentiation of instruction was
seen as both a function of location and job tasks. It was through consistent observation
that the students ZPD was determined and subsequently the scaffolding was developed.
The social supports provided primarily by the job coaches that the students received were
imperative through each step in the learning experiences. All of these best practices were
individualized to fit the needs of the special education student within the confines of the
structure of the job settings.
The appropriate job placement was the final best practice determined to be a
common factor between a well-structured WBLE program and special education
instruction. All of the best practices existed consistently throughout all the programs and
settings; however, student placement was imperative in this continuum of the student’s
experiences. Matching the students’ abilities, interests and preferences was the premise of
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an exploratory program, however once this was determined the job site need to match
these student qualities. The outlier in the case study clearly indicated the negative points
of an inappropriate job setting. In this case study the ultimate goal was to have this best
practice implemented in order to facilitate the development of not only the job related
skills but those very important transferrable UFS. It was imperative that in a wellstructured WBLE program the best practices of the program were integrated with special
education best practices.
Quantitative Analysis Research Question 3
These results primarily indicated that the program type and years of participation
in the program did affect their Employability Profile average score. The students
participated in the in the 8:1:2 program achieved a lower average score than those in both
the self-contained and the integrated program. Whereas the students in the self-contained
and integrated program had scores that were relatively close. In fact when the students
participated one year in the program those in the integrated program scored lower than
those in the self-contained program did. Yet when the students participated two years in
the WBLE program, the scores for the integrated students were slightly higher than those
in the self- contained program. Although it was important to note that, the scores for all
the three program types did go up after participating in the WBLE for two years.
From these results there seemed to be evidence of differences existing between
the programs. There were differences in the population of each group and the level of
instruction provided in the programs. The special education students participated in one
of these three programs with various support levels as required by their IEP program
types. The students in the 8:1:2 program had higher needs than those in the self-contained
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program and even higher needs than those in the integrated program. In this program,
many of the students have 1:1 aides and the ratio of student to job coach was higher than
the other two programs. These needs required more supports and were often reflected in
the students’ Universal Foundation Skills/Employability Skills, which were those scored
on the Employability Profile. Those students in the WBLE self-contained program had
fewer needs and required less supports than their 8:1:2 peers. In the self-contained
program, many of the students shared a job coach and rarely had a 1:1 aide unless
designated on their IEPs. These results indicated that the supports and instruction of the
smaller in-house self-contained program for those with a higher level of needs levels the
outcome for these students as compared to the students in the integrated program. Those
in the integrated were higher functioning and received the WBLE instruction in a regular
setting, with only the guidance of the teacher. According to these statistical results, there
was a statistically significant difference in the outcome of the three groups. This indicated
that there were factors among the WLBE program that affected the outcome of the
students.
The years of participation in the program also had statistically significant results.
The time spent in the program at all the levels showed an increase in the Employability
Profile scores. The longer a student participates in the program the more experience they
have attaining the Universal Foundation skills that were scored on the Employability
Profile. In addition these students were afforded opportunity use the skills. There were
definitely factors of time that affected the outcome scores. It would be remiss to not note
the fact that the students in the integrated program achieved slightly higher than the selfcontained program when they participated in the program for two years. There could be
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additional factors for this that need to be looked at such as the maturation level of the
students.
This study showed that WBLE programs needed the diversification of programs
and students benefitted from longer time experiences. There may have been factors in the
program that provided the necessary support to bridge the gap in the Employability
Profile outcomes. The interaction effect of both the program type and years in the
program were not statistically significant, which indicated that these two factors were not
related. The diversity of the population, programs, supports, experiences, and other
related factors were evidently affecting the outcome for the students participating in the
WBLE program. The overall interpretation of these results was that the longer the
students participated in the appropriately placed WBLE the better their outcome in
attaining the Employability Profile performance indicators.
Mixed Methods Research Question 4
The results of the convergent quantitative and qualitative data primarily indicated
the importance of establishing a continuum of WBLE programs for students with
disabilities. Allowing students to participate in the program for over a year was seen to
have increased their student outcomes and eventually led to future employment. Having
the quantitative data from the Employability Profile, standardized the outcome for all the
students who participated regardless of the program or the settings. This standardization
of this Employability profile and statistical data could be easily transferred to any WBLE
program setting. Providing the qualitative data, corroborated by all the stakeholders,
humanized and further explained the statistical data.
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The qualitative data provided the explanation as to why the quantitative data
exists. The students’ outcome was shown to improve statistically as students participated
longer in the program. The qualitative data explained that students gain greater levels of
experience, confidence, ability, and independence, the longer they participated in a
WBLE program. The more years they were in the program the more opportunities they to
match their abilities, interests, and preferences to the actual jobs. Experienced students
were then able to transfer their focus from the job related tasks to improve on the UFS
that were reflected through the statistical data. Having both sources of data converging
allowed for a validation of the student outcome.
Relationship to Prior Research
Furco (1996) in his study compared regular education students who participated
in WBLE programs to those that did not participate and he determined that students had
positive outcomes from participating in WBLE program. In this study, the focus was on
comparing three types of program participation for students in the special education
population and it was determined that there was a significant difference in the outcome
between those students participating in the self-contained program and those participating
in the 8:1:2 program. There was also a difference in those participating in the integrated
program and those participating in the 8:1:2 program. There was, however, no
statistically significant difference between those participating in the self-contained
program and those participating in the integrated program. In the Furco (1996) literature,
the gender variable in WBLE experiences was studied, which was not studied in this
research. Furco (1996) stated that males did outperform the females and this was seen in

162

this study as well. Furco (1996) went on to state that there were various factors that could
affect the participation in the program and this fact he indicated in this research.
Benz et al. (1997) in his research studied the differences between the regular
education students and the special education students who participated in the WBLE
programs. He also studied the implication of type of program on the students’ outcome.
Both this study and the Benz et al. (1997) study determined that the type of programs
could influence the outcome for the students. In both studies, the students participated in
programs with various levels of support and yet had similar outcomes. This indicated that
the type of WBLE program in which the students with disability participate could have an
impact on their outcome.
In this study, it was clearly seen that differentiating the programs impacted the
learning and this connected back to the special education theorist Vygotsky (Gindis,
1999). Vygotsky emphasized in his work the connection between the learning ability of
the special education individual and its outcome to performance (Gindis, 1999). When a
student with disability was provided with the specialized instruction, they could have the
positive outcome and be successful in their WBLE programs.
This research found that there existed specific components to the continuum of
varied WBLE programs in this district. Exiting literature by Burgstahler (2001) indicated
that these varied experiences improved SWD outcome. Having the variety allowed for
differentiation needed to allow the best learning experience for the SWD population. One
imperative component found in this study delineated in the variety of programs was that
each had a school to work connection. These levels of connection varied among the
programs, and were structured according to the level of skill reinforcement needed. As

163

was indicated in prior research, structured programs have the school to work linked
curriculums as part of the essential components (Davis & Snyder, 2009). The finding of
this study reflected the above research indicating that the two essential components
existing in a WBLE were a varied spectrum of experiences and a school to work
connection.
This study further discovered that there existed best practices that were reflected
in each of the WBLE consistently. There were specific best practices related to the
WBLE program and those that were specific to SWD instruction. The one common
practice linking the program to SWD practice was the existence of appropriate job
placement with indicated social supports. As was discussed in prior research by Bennet
(2007), social supports affected student outcome and were the best practice to help
engage students. As this study found, it was imperative to look at the best practices as
with triangulation of data results indicated best practices affected student outcome.
Versnel et al (2008) discussed in the prior literature review that WBLE components alone
were not enough. Consistent best practices throughout all the WBLE programs were
needed as they were directly linked to student outcomes. The data in this study reinforced
the finding of the prior literature emphasizes the essential need for structure and best
practices.
In the quantitative analysis, this study found that the variety of programs and
years of participation had statistically significant students’ outcomes. Related literature
by Benz et al. (1997) discussed that the type of programs influences a students’ outcome
indicated that there were differences in the programs. Both Versnel et al. (2008) and
O’Connor (2009) in their research indicated that student differentiation of programs
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affects outcome, which provided the perspective that different experiences resulted in
different experiences. The data pointed out that differences existed and were supported
by the review of the existing literature.
The mixed method used in this study converged the qualitative data and the
quantitative data to find that the longer a student participated in a WBLE the better their
outcome. The finding of the triangulated data indicated the following consistently
throughout the WBLE program as improving students’ outcome: more variety of
experiences in the program; matched experiences to the students’ abilities, interests, and
preferences; and focus diverted from job related tasks to UFS. It was through the
convergence of data that the outcomes were determined and explanations were
consistently provided by the stakeholders. Related literature emphasized that
cconvergence of data explains, reinforces, and triangulates student outcome (Benz et al.,
1997). Benz et al. (1997) stated that there was a need to provide triangulation of data in
order to get the full picture. Yan et al. (2004) discussed that quantitative analysis alone
failed to explain the entire picture of complex WBLE programs. In this study, using the
mixed methods not standardized the student outcomes to allow for transference of WBLE
practices, but allowed for verification of the outcome.
Limitations of the Study
Qualitative Analysis
There were some limitations to the qualitative analysis of this study. The first
analysis of question one was compiled from self-reported archived data to SCITT
regarding suburban high schools outside a large metropolitan area. The information was
related to the special education WBLE programs available to their high school students.
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This was a voluntary process and only 16 districts information was on the compiled
report. This information was meant to be representative of the county’s WBLE programs.
However, according to New York State Education Department’s report titled Suffolk
County at a Glance (2019) there were 69 public school districts in Suffolk County, yet
the report only contained 16 districts. There could have been various factors to this
information including the absence of information regarding the WBLE program in the
district. Districts may not have programs for their special education students or if they do,
they may outsource them and not report the information to SCITT. Another factor was
that membership in SCITT was also voluntary and if a district does not have a
representative as a member of SCITT then they would not report the information. The
limitations of this self-reported archived data can be misrepresentative of these suburban
high schools outside a large metropolitan area, and in turn may have affected the selected
District A chosen for the second part of the analysis. The future questions for this
dissertation will address some of these limitations.
Quantitative Analysis
The major limitation of the study was the limited sample size. A sample of 67
special education students including both male and females were selected from the
students participating in the selected District A. The interaction effect results of the
sample were not all statistically significant. A limited sample size can lead to a type two
error, which may have indicated the reason many of the null hypotheses were retained.
Additionally, this effected the statistically significant results of the ANOVA testing.
A second limitation of the study was the narrow scope of the independent
variable. This study looked at the type of program but did not take into consideration the
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various components in the program that could affect the outcome. The diversity of the
programs may be a confounding variable and can influence the results. This limitation to
the study failed to explain the components that can actually influence the outcome of the
WBLE programs.
Another limitation to the study was the variability in population. These students
had different learning disabilities and different levels of experiences. This diversity in
sample can be considered another confounding variable that may have affected the
outcome. The implications for future research questions discussed in the following
section can help address these limitations.
Recommendations Future Practice
This research provided various implications for future practice in all areas of a
WBLE program. First and foremost, it would be beneficial for a district to establish and
provide district run WBLE programs so that that can manage and control all the various
components and best practices. Districts should then consider providing a diversity of
programs with the WBLE, which was deemed essential to allowing for individualized
instruction. Considering the population studied and benefitting from this experiences
were those with special needs, it was imperative to provide them with a plethora of
program opportunities. When developing a WBLE program it was imperative to keep in
mind the resources that were needed to implement a diverse continuum of programs. The
availability of these ranges of WBLE programs allowed students to optimize their
experiences in order to fit their needs, preferences, and interests. Providing this diversity
allowed them to participate in a program that was providing them with the opportunity to
acquire the skills necessary to transition into their post high school working experiences.
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Another important implication for future practice was to institute the best
practices discussed in this dissertation. Imperative to a successful WBLE program was
that the curriculum correspond with the respective program. This diversity once again
allowed for the students with disabilities to be provided with the individualized
instruction necessary for their specific needs. Overall, every student needed to receive
instruction on the CDOS standards as indicated by the New York State Education
Department. (2019). The focus should have been on the Universal
Foundation/Employability Skills. Students needed direct instruction on these skills both
in a structured classroom setting and in an authentic learning environment. The ability to
learn and then transfer these skills to their WBLE program was essential to transferring
these work readiness skills to their future job/career opportunities.
The final implication for future practice that was extremely relevant to this
research was the necessary tracking of student outcomes. This research not only provided
a qualitative approach to the student outcome but additionally a quantitative approach to
determining student outcome. A district needed to assess, analyze, and synthesize these
extremely relevant student outcomes in order to track the success of their programs.
Determining the success allowed them to provide data driven instruction and
implementation of WBLE programs and research based instruction.
This dissertation was meant to provide the stakeholders with relevant Work Based
Learning Experience program information. Whether a district had an existing program or
needs to implement a program this research can provide an overview to the stakeholders.
The necessity of these WBLE programs not only provided the students with necessary
work readiness skills, but also transferable experiences that can improve their post-
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existing long-term success. In addition, districts need to provide their students with the
opportunities to participate in well-established programs in order to fulfill the CDOS
exiting credential and/or pathway to graduation requirements. The framework of this
research allowed districts to formulate the groundwork and establishes a guideline to a
well-established WBLE program. The ultimate goal was that these programs fit the needs
of all the stakeholders while simultaneously improving student outcomes.
Recommendations Future Research
An implication for future research should highly consider obtaining an
independent survey of the various districts in the order to verify the WBLE programs in
the designated area. Although the data reported can be verified with internal data
analysis, the self-reporting of participating districts can hinder the process and two
independent survey can increase the likelihood of further participation, which can
increase the representation of the population. This would further address the situation of
selecting the best district to represent the WBLE experiences of the specific research.
Two major research questions would lend themselves to further research of this
particular study. The first question was to what extent does years in the pre-employment
programs and program type influence 12th grade students WBLE final scores on their
Employability Profile. The amount of time that a student participated in the preparatory
programs could most certainly affect the Employability Profile performance indicator
scores. Vygotsky discussed in his theories that this can be achieved by integrating and
instructing the students using scaffolding in the students’ Zone of Proximal Development
(Gindis, 1999). Special education students benefited from repetition of skills and
strategies and participating in the WBLE program for more than a year most certainly
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affected their final performance. Benz et al. (1997) indicated in his study that time-frame
options allow students to internalize the various skills and improves students’ outcome. It
would be most beneficial to the research to determine if having students participate in
various pre-employment practice WBLE programs for a longer period of time would
increase student outcome.
The second research question that would lend itself to this study was to what
extent do the components in the programs influence 12th grade students WBLE final
scores on their Employability Profile? The type of supports, instructional strategies
used, and types of experiences can influence the outcome of the students. Scholl and
Mooney (2004) suggests in his study that providing direct instruction in the performance
indicators can influence the outcome. Furco (1996) went on to suggest that research in
this area should move away from just finding direct links between the programs and
outcome to investigating the role the of the elements in the programs to student
outcomes.
As Yan et al. (2004) indicated in his own research on this topic, there seems to be
a lack of understanding as to why WBLE programs were not being implemented. These
authors suggested further research should take place to help determine the reasons why
these activities were not being implemented. The author suggested looking at the
administrative support for the program. They also indicated that although the teachers
were positive toward the program they were not involved in the curriculum development.
The author went on to further indicate that funding for these activities could often be a
barrier to the implementation of the programs. Quantitative data alone failed to explain
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the entire picture to those trying to understand the complex integration of STW programs
in a school district.
Conclusion
This mixed methods case study explored the types and components of Work
Based Learning Experiences (WBLE) program run by a district, the best practices for
these experiences, and the special education student outcomes, at suburban public high
school located outside of a large metropolitan city in the northeastern part of the United
States.
This study revealed that in this particular well-established WBLE program there
were various types of programs available to the special education student providing a
spectrum of community based experiences. The components of the program consisted of
sequential diverse learning opportunities that indicated a structured program existed. In
addition, documentation solidified the structure of the program as was evidenced by the
WBLE database corresponding to their WBLE manual forms. There existed specific
participant criteria, to further provide guidance to the structure of the program. There was
additional evidence that there existed a work to school connection as part of the
components of this WBLE program.
In regards to the best practices, this study revealed there existed WBLE program
best practices as well as those specifically related to the special education population. The
following were consistent best practices related to the WBLE program: training of the
job coaches, the collaboration among the stakeholders, and the support from district
administration. The study further revealed the following specific special education best
practices: differentiation was a function of placement and tasks; observations and
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scaffolding developed students’ skills; social supports facilitate the learning process; and
job placement was significant to development of job skills and universal foundation
skills.
The study further revealed that student outcomes improve the longer they
participate in the program. This outcome was verified using both quantitative data from
the Employability profile and qualitative data from stakeholder reports. The ability to
utilize the Employability profile as a standardized tool allowed for consistent comparison
to provide data driven instruction. The study further indicated that student outcomes were
related to the specific programs in which they participate. The qualitative data reveled
that students’ levels of experience, confidence, ability, and independence, increased the
longer they participate in a WBLE program. This allowed for improvements in their UFS.
Additionally the study revealed that providing a spectrum of opportunities allowed
students to focus on jobs that meet their abilities and interests, which also increased their
student outcomes as was reflected by the quantitative data. This study revealed that the
convergence of data allowed for a validation of the student outcomes.
This study explored one particular well-established work based learning
experience program. This study revealed relevant information that can most certainly
provide a basis for other districts to improve upon, modify, or model their own WBLE
programs. It was imperative to continue research in this topic in order to improve student
outcomes while participating in these authentic learning experiences. A comparative
longitudinal study would greatly benefit the special education field and ultimately longterm student outcomes for this specific disadvantaged population.

172

APPENDIX A: IRB APPROVAL MEMO

Federal Wide Assurance: FWA00009066
Oct 25, 2021 11:09:49 AM EDT
PI: Pauline Shea
CO-PI: Anthony Annunziato
Dept: Ed Admin & Instruc Leadership
Re: Initial - IRB-FY2022-79 WORK BASED LEARNING EXPERIENCES FOR HIGH SCHOOL SPECIAL
EDUCATION STUDENTS: BEST PRACTICE AND STUDENT IMPACT
Dear Pauline Shea:
The St John's University Institutional Review Board has rendered the decision below for WORK BASED
LEARNING EXPERIENCES FOR HIGH SCHOOL SPECIAL EDUCATION STUDENTS: BEST
PRACTICE AND STUDENT IMPACT.
Decision: Exempt
PLEASE NOTE: If you have collected any data prior to this approval date, the data must be discarded.
Selected Category: Category 4. Secondary research for which consent is not required: Secondary research
uses of identifiable private information or identifiable biospecimens, if at least one of the following criteria
is met:
(i) The identifiable private information or identifiable biospecimens are publicly available;
(ii) Information, which may include information about biospecimens, is recorded by the investigator in
such a manner that the identity of the human subjects cannot readily be ascertained directly or through
identifiers linked to the subjects, the investigator does not contact the subjects, and the investigator will not
re-identify subjects;
(iii) The research involves only information collection and analysis involving the investigator’s use of
identifiable health information when that use is regulated under 45 CFR parts 160 and 164, subparts A and
E, for the purposes of “health care operations” or “research” as those terms are defined at 45 CFR 164.501
or for “public health activities and purposes” as described under 45 CFR 164.512(b); or
(iv) The research is conducted by, or on behalf of, a Federal department or agency using governmentgenerated or government-collected information obtained for nonresearch activities, if the research generates
identifiable private information that is or will be maintained on information technology that is subject to
and in compliance with section 208(b) of the E-Government Act of 2002, 44 U.S.C. 3501 note, if all of the
identifiable private information collected, used, or generated as part of the activity will be maintained in
systems of records subject to the Privacy Act of 1974, 5 U.S.C. 552a, and, if applicable, the information
used in the research was collected subject to the Paperwork Reduction Act of 1995, 44 U.S.C. 3501 et seq.
Sincerely,
Raymond DiGiuseppe, PhD, ABPP
Chair, Institutional Review Board
Professor of Psychology
Marie Nitopi, Ed.D.
IRB CoordinatoR

173

APPENDIX B: DISTRICT DATA USAGE APPROVAL LETTER

XXXXXXX, Executive Director of Instructional Services
XXXXXX Union Free School District
XXXXX, New York XXXXX
Dear XXXXXXX:
I am currently a Doctoral Student at St. John’s University in Queens, New York. I am respectfully
requesting your support in conducting a research study that I believe will serve to advance our shared
understanding of an exemplary Work Based Learning Experience program.
The purpose of this study is to further investigate the components, best practices, and student outcomes of a
Work Based Learning Experience (WBLE) program, for Students with Disabilities at the Secondary School
level.
The current body of research indicates that WBLE programs in a district have become an integral part of a
SWD’s educational program and the necessity for adequate preparation is a concern not only to educators
but also to those agencies that support the educational institutions. Yet it is evident that there exists many
unknowns in the successful implementation of these programs and their effect on student outcomes.
Considering that implementing Work Based Learning Experiences at the high school level for SWD can
affect their ability to successfully transition from high school and attain postsecondary success, this study
can be utilized to fill in the current gaps in the research.
I am reaching out to you to request permission to utilize current archived existing available WBLE
documents and data. This data is archived in the following locations: WBLE program database files, and
Frontline Education Document Repository.
As with all research studies, the data collected during the study will be kept confidential. Pseudonyms will
be used, and all identifiable information will be stricken from the record and completed redacted with no
identifiers.
Thank you for your time and consideration of this request. If you would grant me the permissions required
to complete this study, please email the approval to Pauline.Shea19@my.stjohns.edu. If you have any
questions, please do not hesitate to contact me at (631)-258-5995. The faculty advisor who will be
supporting my efforts is Dr. Anthony Annunziato. Dr. Annunziato can be reached at
annunzia@stjohns.edu. For any questions about the rights of research participants, you may contact the
University’s Human Subjects ReviewBoard, St. John’s University, (718) 990-1440.
The results of this study will inform educational leadership and provide our learning organization with
further insights into the components, best practices, and student outcomes of a well-established WBLE
program.
Respectfully,
Pauline Shea

Yes, I will permit Pauline Shea to conduct this study at XXXXX High School

XXXXXXXX
Executive Director of Instructional Services

Date

Pauline Shea SignatureResearcher’s Signature

Date

174

APPENDIX C: STUDENT PROGRESS AND EMPLOYABILITY PROFILE

175

REFERENCES
Bellman, S., Burgstahler, S., & Ladner, R. (2014). Work-based learning experiences help
students with disabilities transition to careers: A case study of University of
Washington projects. Work, 48(3), 399-405.
Bennett, J. (2007). Work-based learning and social support: Relative influences on high
school seniors' occupational engagement orientations. Career and Technical
Education Research, 32(3), 187-214.
Benz, M. R., Yovanoff, P., & Doren, B. (1997). School-to-work components that
predict postschool success for students with and without disabilities.
Exceptional Children, 63(2), 151-165.
Billett, S. (2009). Realising the educational worth of integrating work experiences in
higher education. Studies In Higher Education, 34(7), 827-843.
Bogdan, R., & Biklen, S. K. (2016). Qualitative research for education: an introduction
to theories and methods. Pearson India Education Services.
Burgstahler S. (2001). Work-based learning and students with disabilities: one step
toward high-skill, high-pay careers. American Rehabilitation, 26(1/2), 2–8.
Bush, T. (2007). Authenticity in research–reliability, validity and triangulation. Research
methods in educational leadership and management, 91.
Cameron-Jones, M., & O'Hara, P. (1997). Challenge and support for work-based
learning. Studies In The Education Of Adults, 29(2), 169.
Cease-Cook, J., Fowler, C., & Test, D. W. (2015). Strategies for creating work-based
learning experiences in schools for secondary students with disabilities. Teaching
Exceptional Children, 47(6), 352-358.
176

Cornell University. (2018). Disability statistics online resource for U.S. disability
statistics. http://www.disabilitystatistics.org/reports/acs.cfm?statistic=2
Creswell, J. W., & Guetterman, T. C. (2019). Educational research: planning,
conducting and evaluating quantitative and qualitative research. Pearson.
Creswell, J. W., & Plano Clark, V. L. (2018). Designing and conducting mixed methods
research. SAGE.
Creswell, J. W., & Poth, C. N. (2018). Qualitative inquiry & research design: choosing
among five approaches. SAGE Publication Inc.
Davis, H., & Snyder, L. G. (2009). Work-based learning: A critical link to secondary
students' success. Business Education Digest, (18).
DeLorenzo, J. P. (2013, June). New York state career development and occupational
studies commencement credential.
http://www.p12.nysed.gov/specialed/publications/CDOScredential-613.pdf
Dewey, J. (1944). Democracy and education . The Free Press.
Disare, M., & Park, S. (2018, May 4). How have New York's graduation requirements
changed over the years? Check out this timeline.
https://ny.chalkbeat.org/2018/5/4/21104894/how-have-new-york-s-graduationrequirements-changed-over-the-years-check-out-this-timeline
Elton, L. (2003). Dissemination of innovations in higher education: A change theory
approach. Tertiary Education and Management, 9(3), 199-214.
Emanoil, P. (2001). Working to learn. Human Ecology, 29(1), 18.
Fletcher Jr., E. e., Warren, N. n., & Hernández -Gantes, V. v. (2018). Preparing high
school students for a changing world: College, career, and future ready learners.

177

Career & Technical Education Research, 43(1), 77-98.
Furco, A. (1996). Is service-learning really better than community service? A study of
high school service program outcomes. Service Learning, General. Paper 154.
Gebreamlak, Kenneth, Castro, L. de, Sese, T., Blessing, Vandana, Nwabia, C. (2019, July
12). Your Guide to Qualitative and Quantitative Data Analysis Methods - Atlan:
Humans of Data. https://humansofdata.atlan.com/2018/09/qualitative-quantitativedata-analysis-methods/.
Gindis, B. (1999). Vygotsky's vision: reshaping the practice of special education for the
21st century. Remedial and Special Education, 20(6), 333–40.
Griffith, J. (2001). An approach to evaluating school-to-work initiatives: post-secondary
activities of high school graduates of work-based learning. Journal of Vocational
Education & Training, 53(1)37-60.
Holzer, H. J., & Lerman, R. I. (2014). Work-based learning to expand opportunities for
youth. Challenge (05775132), 57(4), 18-31.
Ianni, F. (2010). A case study of two alternative schools on Long Island. New York:
School of Education and Human Resources, St. John's University.
Kauchak, D.P., & Eggen, P.D. (2003). Learning and teaching: Research-based methods
(4th ed.). Pearson Education, Inc.
Leedy, P. E., & Ormrod, J. E. (2010). Practical research: planning and design. Pearson.
National Policy Board for Educational Administration. (2015, October). Professional
standards for educational leaders standards.
https://drive.google.com/file/d/1fkgAsBf3djmDeg1ETvS-62KzXj05VpWD/view
New York State Education Department. (2019). CDOS pathway to a regents or local

178

diploma. http://www.nysed.gov/curriculum-instruction/cdos-pathway-regents-orlocal-diploma
New York State Education Department. (2019). CDOS Standards.
http://www.nysed.gov/curriculum-instruction/career-development-andoccupational-studies-cdos-standards.
New York Stated Education Department. (2016, October). Students with Disabilities
Regulations of the Commissioner of Education Part 200 and Part 201 Special
Education. http://www.p12.nysed.gov/specialed/lawsregs/part200.htm.
New York State Education Department. (2019). Suffolk County at a Glance.
https://data.nysed.gov/profile.php?county=58.
New York State Education Department. (2020, February 19). Work Based Learning
Programs. http://www.p12.nysed.gov/cte/wbl/unregistered
New York State Education Department. (2021, March 23). Work -Based Learning
Manual. Career and Technical Education Work Based Learning Programs.
http://www.p12.nysed.gov/cte/wbl/.
Office of Special Education and Rehabilitative Services United States Department of
Education. (2017, May). A transition guide to postsecondary education and
employment for students and youth with disabilities.
https://www2.ed.gov/about/offices/list/osers/transition/products/
postsecondary-transition-guide-may-2017.pdf
O’Connor, M. P. (2009). Service works!: Promoting transition success for students with
disabilities through participation in service learning. Teaching Exceptional
Children, 41(6), 12–17.

179

Patton, M. Q. (1990). Qualitative evaluation and research methods (2nd ed.). SAGE
Publications, Inc.
Privitera, G. B. (2018). Statistics for the Behavioral Sciences (3rd ed.). SAGE
Publications, Inc.
Sarayreh, B. H., Khudair, H., & Barakat, E. A. (2013). Comparative study: The Kurt
Lewin of change management. International Journal of Computer and
Information Technology, 2(4), 626-629.
Scholl, L., & Mooney, M. (2004). Youth with disabilities in work-based learning
programs: factors that influence success. Journal For Vocational Special Needs
Education, 26(1), 4-16.
Stasz, C., & Brewer, D. J. (1998). Work-based learning: Student perspectives on quality
and links to school. Educational Evaluation and Policy Analysis, 20(1), 31-46.
doi:http://dx.doi.org.jerome.stjohns.edu:81/10.3102/01623737020001031
U.S. Bureau of Labor Statistics. (2010). Employment among the disabled by age
in 2009. https://www.bls.gov/opub/ted/2010/ted_20100831.htm
U.S. Bureau of Labor Statistics. (2018). Employment of workers with a disability in
2017. https://www.bls.gov/opub/ted/2018/employment-of-workerswith-a-disability-in-2017.htm
Versnel, J., Hutchinson, N. L., Munby, H., & Chin, P. (2008). Work-based learning for
adolescents with learning disabilities: Creating a context for success.
Exceptionality Education International, 18(1), 113-134.
Wagner, M. M., & Blackorby, J. (1996). Transition from high school to work or college:
How special education students fare. Future of Children, 6(1), 103–20.

180

Welsh, E. C., Appana, S., Anderson, H. A., & Zierold, K. M. (2014). The sssociation
between school-to-work programs and school performance. Journal of Adolescent
Health, 54(2), 221–227.
Yan, W., Goubeaud, K., & Fry, C. (2004). Does School-to-Work Matter? Teachers'
Implementation of School-Based and Work-Based Activities. Journal of Career
and Technical Education, 21(1), 9-23.
Zhao, Y. (2012). World class learners: Educating creative and entrepreneurial students.
Corwin Press, a Joint Publication with the National Association of elementary
School Principal

181

Vita
Name

Pauline Shea

Baccalaureate Degree

Bachelor of Arts\
University of Massachusetts
Dartmouth MA
Major: Economics/Sociology

Date Graduated

May 1991

Other Degrees

Masters of Arts
Major: Human Resources Management
Salve Regina University, Newport RI
May 1993
Masters of Science
Major: Education
Dowling College, Oakdale NY
May 2010
Advanced Graduate Certificate
Major: Educational Leadership
Stony Brook University, Stony Brook NY
May 2019

